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THE EFFECTS OF EDUCATIONAL DEVELOPMENT PLANS ON
MOTIVATION TO LEARN, AND ATTITUDES AND
BEHAVIORS TOWARD LEARNING AMONG
EIGHTH GRADERS
Mary Alice Schultz-Krajenta, Ed.D.
Western Michigan University, 2001
Educational Development Plans

(EDP) have been

utilized by school students to structure their curric
ular programs to meet their high school educational
outcomes and to align their curriculum with their
desired adult roles. The focus of this study was to
examine the effects of EDPs on motivation,

attitudes and

behaviors towards learning.
A total of 342 eighth-grade students participated
in this research which utilized a quantitative and a
qualitative approach. The quantitative study used
existing data obtained from a small Midwest school
district. There were 151 students in the treatment group
and 191 students in the control group. Scores from the
Junior Index of Motivation (JIM)

(Frymier,

Educational Goal Attainment Test

(EGAT)

Montare,

1970)

and the

(Tuckman and

1975) were used to measure: motivation to learn

(JIM), attitudes towards achievement, self-awareness,
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self-worth, moral value, learning and behaviors toward
self-improvement

(EGAT) .

The two-factor ANOVA compared the mean differences
between students with EDPs and students without EDPs on
the measures and across five demographic areas: socio
economic status

(SES), ethnicity, gender, mother's

educational level, and participants' plans for further
education. Statistical significance was obtained at the
.05 level for main effects in SES (two assessments),
ethnicity (three assessments), mother's education level
(one assessment), and plans for future education (all
seven assessments). There were no statistically
significant differences found in interaction effects of
treatment

(EDPs) with any demographic grouping, nor for

the main effect of EDP.
The qualitative study examined students'
periodic entries in progress logs. Students'

four
entries

were grouped into three common themes: short-term goals,
long-term goals and self-evaluation comments.
Based upon this research,

if the use of EDPs is to

continue to be promoted, then further research is needed
to determine the benefits.
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CHAPTER I
INTRODUCTION
The purpose of Chapter I is to introduce this
research project. Chapter I begins with an overview of
Educational Development Plans and how they are being
used. The chapter continues with the purposes of this
research, the research question and hypotheses. Chapter
I concludes with definitions.
Overview
Educational Development Plans

(EDP) are long- and

short-range goal-setting instruments used by school
students to structure their curricular programs to meet
their high school educational outcomes and to align
their curriculum with their desired adult role.
Proponents believe that this process increases school
motivation by allowing students to see how they are
connecting their education to their adult role prepara
tion. Advocates also believe that the goal-setting
process will engage students in monitoring,

evaluating

and selecting strategies for improvement that will
promote improved educational achievement.
1
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Educational Development Plans were in use in some
form in Michigan during the 1950s (J. Miller, personal
communication, January 28, 1998). During the 1960s and
197 0s the majority of schools did not use EDPs; during
the 1980s schools in Michigan began using them again.
There is no documentation to indicate why the use of
EDPs was discontinued or what prompted schools to begin
using them again. Career education administrators credit
the use of EDPs as a career planning tool in vocational
technology programs as being instrumental in the reoc
currence of EDPs in other educational programs. During
the early 1990s school administrators anticipated that
the Michigan Department of Education would mandate EDPs
as part of a student's portfolio, but that has not
happened. EDPs are still being used to promote career
planning (J. Miller, personal communication, January 28,
1998) . The 1991 Michigan Tech Prep Task Force Report
identified EDPs as a key element of guidance and coun
seling for Michigan's Tech Prep programs
Board of Education,

(Michigan State

1991) .

The Michigan Revised School Code promotes the use
of a tool such as an EDP. Beginning April 1, 1994, the
code required school improvement plans to identify the
adult roles for which graduates need to be prepared, to
identify the education and skills that are needed by
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graduates to fulfill those roles, and indicate how the
existing school programs are fulfilling those needs
(Michigan Revised School Code, 380.1277). EDPs fulfill
these requirements by having students identify the adult
roles that they are pursuing and linking those to their
school curricula (J. Miller, personal communication,
June 27, 1996).
Several state and national programs have encouraged
the use of EDPs or the goal-setting and future planning
processes that are the strategies in an EDP. Those
include the Michigan Revised School Code, the Michigan
School-to-Work Initiative, the Quality District Schools
Network, the State of Michigan's Title I program,

and

the Michigan Comprehensive Guidance Program.
The use of EDPs has been supported through the
federally-funded School-to-Work program which is a 5year initiative of the U.S. Department of Labor and the
U.S. Department of Education. Michigan is one of the
first eight states to receive funds for this federally
funded initiative. The purpose of School-to-Work is to
help students to be prepared for life by having an
education and employment development plan, to set post
secondary goals, and to help employers find trained
workers

(School-to-Work,

1996). One of the goals of the
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Michigan School-to-Work initiative is for 100% of the
graduating class of 1999 to have EDPs.
Further, having an EDP has been identified b y the
Quality District Model

(QDM) as a process that can lead

students to becoming more successful in school. The QDM,
a school re-engineering model that grew out of the
Outcome Driven Developmental Model of the 1980s, is a
knowledge—driven systems model which uses control theory
as its psychological base and transformational leader
ship as its leadership style. QDM lists EDPs as one of
the essential components for all students in a quality
school and asks schools to guarantee that each student
will develop an EDP. In June 1996, Dr. John Champlain,
the executive director for the Quality District Schools
Network,

supported an EDP as a tool that teaches

students to become self-regulated learners. Champlin
stated,

"We know that they [EDPs] are effective because

all successful adults have plans and set goals"
Champlain, personal communication,

(J.

June 15, 1996).

At the state level, EDPs are also receiving recog
nition as being useful tools for improving school
success. The State of Michigan's Title I program is
designed to help at-risk students succeed within the
regular education program by providing funds to improve
learning opportunities and for the development of
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innovative educational programs and strategies. One of
these strategies, the development of a parent compact
with each Title I student, has been mandated for schools
that receive these funds. The officials of the Michigan
Title I program have investigated the use of EDPs to
fulfill the 1996 requirement of the parent compact. The
compact is an agreement between parents,

school person

nel and the student that outlines the student's learning
and behavior goals for the year. Currently, several
school districts are using EDPs as the parent compact,
and an EDP is the recommended format for the compact

(C.

Stewart, personal communication, May 1996).
The Michigan Comprehensive Guidance and Counseling
Program, a model guidance program approved by the State
Board of Education, is designed to make guidance a
developmental program in schools, with counselors
addressing more of the needs of more of the children.
Its use shifts counselors from an ancillary position to
an educational position. There are three areas of the
Michigan Comprehensive Guidance program:
planning and exploration,

(1) career

(2) knowledge of self and

others, and (3)educational and vocational development.
Each of these areas either gives information that
contributes to the decisions made by a student during
the EDP process or addresses parallel skills.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

EDPs have been a topic of workshops at several
professional conferences. The Michigan Governor's
School-to-Work Conference, the Michigan Counseling
Association, and the American Counseling Association
have all had sessions devoted to EDPs. At the Michigan
Governor's School-to-Work Conference on June 20, 1996,
14% of the sessions focused on EDPs or the components
that are in an EDP process. During the Michigan Counsel
ing Association Conference in the fall of 1995, there
were two sessions that focused on the use of EDPs. There
were two EDP-related longitudinal studies presented at
the American Counseling Association (ACA) 199 6 World
Conference. Although neither study specifically focused
on EDPs, both studies examined students' career plans or
career aspirations over several years of their school
ing. An 8-year longitudinal study of elementary students
(Helwig, 1998) compared students' career aspirations and
career expectations with attitudes toward working and
schooling and perceived gender differences in jobs.
Another longitudinal study of high school students'
postsecondary vocational plans, educational aspirations
and perceived educational expectations from counselors
and other significant people in their lives explored the
differences based on students' gender, race, academic
proficiency and socioeconomic status

(Mau, 1995). In
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7
this study the variable of educational planning was
measured by the number of consultations that students
had with their counselors, teachers, adult relatives or
friends about planning their high school program. The
purpose was to gain information on educational planning
help-seeking behaviors. The results indicated that
African-Americans were more likely than others to seek
consultations, and that all students were more likely to
seek help from nonschool people

(friends and relatives)

than teachers or counselors.
The use of EDPs for 3 or 4 years during high school
was supported by A C A in a 1992 position paper. Goalsetting is listed among other areas that are promoted as
part of a school counselor's role in assisting workbound youth. Counselors are asked to "help students
achieve a deeper understanding of themselves and the
situations they face, clarify personal goals,
implement plans to achieve their goals" (Herr,

and
1992,

p. 40).
A review of professional literature revealed only
one additional study which specifically examined ED P s .
Barnum (1992) compared middle school age students'
vocational choices made in EDPs to the vocational
programs that the students actually enrolled in during
the 11th grade. The results indicated that none of the
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following matched the vocational courses selected in the
11th or 12th grade: the three favorite vocational
choices made during the 8th- 9th- or lOth-grade EDP
process, the Differential Aptitude Test Career Planning
Questionnaire and the Michigan Occupational Interest
Survey, or high school course choices. This study
explored the educational and vocational aspirations and
desires that students had, but did not address the
effects EDPs per se.
EDPs are being used by school districts for their
general population,

are used in some areas to fulfill

Title I requirements,

are a goal of the School-to-Work

initiative, and are a topic at counselor conferences.
They are being recommended by the Quality District Model
in the belief that they promote motivation in students
and have the effect of students taking more responsibil
ity for their education (J. Champlain, personal communi
cation, June 14, 1996).
Each of the 13 school districts in the county in
which this study will be conducted has students involved
in EDPs

(J. Vogel, personal communication,

June 28,

1996). During the 1995 school year the goal of the
Michigan School-to-Work program and the intermediate
school district which includes the district where this
study is taking place was for 100% of the graduating
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class of 2000 to have completed EDPs during their high
school years

(School-to-Work,

1996).

Purpose of the Study
Although the use of EDPs is becoming more
widespread, the measurable outcomes of EDPs have not
been studied. At a session on developing measurement
programs during the Michigan Governor's School-to-Work
Conference,

in June 1996, parents and educators

questioned how long they would have to "blindly" support
these initiatives without any evidence of their effec
tiveness .
There are no studies that measure the outcomes of
EDPs in terms of learner improvement or school motiva
tion. There are no studies to support the widespread use
of EDPs or the claims that using EDPs will motivate
students or result in positive learner or school
attitude outcomes.
Although there are no studies directly addressing
EDPs, there are studies that show increased motivation
or productivity in people, from elementary school
through adulthood, who set goals
Capper, 1982; Hannafin,

(Corno, Collins,

&

1981; Piirto, 1987; Punnett,

1986; Smith & Locke, 1990) . Goal-setting is the primary
activity of an EDP. A review of literature indicates
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that there are variables in. goals and the process by
which they are set that can influence their effective
ness. Studies of variables include: mastery versus
performance goals (Ames & Archer,

1988; Dweck, 1986) ,

self-set versus teacher-set goals

(Hannafin, 1981;

Sagotsky, Patterson, & Lepper,
goals

1978), ambitiousness of

(Fuchs, Fuchs, & Deno, 1985; Latham & Locke,

1991;

Locke, Shaw, Saari & Latham, 1981), goal specificity
(Kennedy, 1968; Kernan & Lord, 1989), proximal versus
distal goals

(Bandura & Schunk,

1981; Kanfer & Grimm,

1978; Stock & Cervone, 1990), and goal commitment (Erez
& Zidon,

1984; Hollenbeck, Williams, & Klein, 1989;

Latham & Locke, 1991). Students reach goals more often
when they are set during a conference with a teacher
than without a conference
Mackenzie,

(Gaa, 1979; Kennedy, 1968;

1990). There is literature to support goal-

setting as a process in self-regulated learning (Bandura
& Cervone,

1983) and in regulating behavior (Bandura &

Schunk, 1981; Latham & Locke,

1991) . Adthough there is

evidence that goal-setting can have a positive effect on
performance, and goal-setting is the fundamental aspect
of an EDP, there are no studies nor any evidence that
specifically supports the use of EDPs.
This study measured the attitudes and behaviors
towards school and learning of students who were
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11
involved in an EDP process in a southwest Michigan
school district. The findings of this study may be used
by school improvement initiatives, the School-to-Work
program, Title I programs, and school personnel to
implement, maintain or perhaps alter their use of E D P s .
Since there are no studies that have measured the
outcomes of EDPs for school improvement or learner
improvement,

the findings of this study will be signifi

cant to all who are using, requiring, or advocating
EDPs.
The purpose of this study was to determine if there
is a difference in motivation and attitudes toward
learning in eighth-grade students,

from an urban school

district in southwest Michigan, who used EDPs and the
eighth-grade students,

from the same school district,

who did not use EDPs. The findings will be useful to
educators in making decisions about EDPs in their
districts. This study will provide parents and educators
with data that will help them in making decisions about
the use of EDPs in their districts. The findings may be
useful to parents and teachers who are questioning the
use of curriculum time being allocated for the develop
ment and maintenance of each student's EDP and
conference time needed for parents, student and
educators to discuss every student's EDP.
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12
Research Questions
The research questions are:
Question 1 : Will there be a difference in school
motivation for students who take part in a Educational
Development Plan Process and students who do not, as
measured by the Junior Index of Motivation

(JIM)?

Question 2 : Will there be a difference in attitudes
toward achievement, attitudes toward self-improvement,
and behaviors of self-improvement of students who take
part in a Educational Development Plan Process compared
to the students who do not, as measured by six scales of
the Educational Goal Attainment Test:
toward one's achievement,
ness,

(2) attitude of self-aware

(3) attitude of self-worth,

value,

(1) attitude

(4) attitude of moral

(5) attitude toward learning, and (6) behavior of

self-improvement?
Question 3 : What effect do EDPs have upon motiva
tion or attitudes and behaviors toward learning when
students are grouped by demographic categories of:
socioeconomic status, gender, ethnicity, mother's
education, or personal plans for future education?
Question 4 : Are there common themes expressed by
students as to the effect the EDP had on their school
attitude, goal attainment, use of strategies for

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

learning and school improvement, as reported by
students' periodic entries in their EDP progress logs?
The Educational Development Plan
The Educational Development Plan (the treatment in
this study) is a planning and goal-setting program that
is being implemented in a school district in southwest
Michigan. The EDP implementation process was scheduled
to occur over 2 years. Half of the kindergarten through
high school buildings in the district implemented the
program for the first time in 1996-97 school year; the
remainder of the schools implemented the program the
fo1lowing year.
'The plan and process, which will be described in
greater detail in Chapter III, were developed by parents
and educators in that school district,

and approved by

the district's school improvement committee. Although
EDPs are similar in that they are goal-setting and
future planning instruments, they are typically
developed within a school district and have some
variability from district to district. Generally in an
EDP students set goals, both long- and short-range, to
guide them in their pursuit of an educational curriculum
that will help them to achieve the career goal they
desire. Specifically in the EDP used in this study
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students set long- and short-range goals and self-assess
their progress toward these goals three times during
each school year.
Definition of Terms
Educational Development Plan is defined as a longand short-range goal-setting instrument used by
secondary school students to structure their curricular
programs to meet their high school educational outcomes
and to align their curriculum with their desired adult
role.
Experimental group is defined as the group of
students who were involved in the Educational
Development Plan Process and have Educational
Development Plans.
Control group is defined as the group of students
who were not involved in an Educational Development Plan
Process and do not have Educational Development Plans.
Outline of the Dissertation
Chapter II of this dissertation presents a review
of the literature related to EDPs and to the EDP-related
topic of goal-setting. There is also a review of
literature relating goal-setting to the development of
self-regulated learning and to motivation. Chapter III

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

15
presents a detailed description of the EDP that was used
in the district researched,

as well as the research

design, participants, data collection and analysis, and
limitations of the study. Chapter IV presents the
results of the administration of the instruments on the
treatment group and the control group and the
statistical analysis is presented. Chapter V summarizes
the research project, discusses the findings and makes
recommendations for future research.
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CHAPTER II
REVIEW OF SELECTED LITERATURE
Overview of Chapter
The primary process in an Educational Development
Plan (EDP) is goal-setting. Students involved in goalsetting are regulating their behavior. Once a student
sets a goal, certain cognitive and metacognitive actions
are initiated. This chapter reviews literature regarding
student motivation,

self-regulation,

goal theory, goal-

setting processes and other aspects related to goalsetting.
Introduction
Student achievement in school is the primary goal
of teachers and administrators. Ability is one variable
in the successful attainment of school achievement. In
addition to ability, children need behavior, beliefs,
and motivation to achieve in school

(Dweck & Elliot,

1983; Miller, Behrens, & Greene, 1993) .
Bandura

(1991) has recognized three self-regulatory

processes that affect motivation and achievement. These

16
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behaviors and beliefs are:

(1) self-observation,

(2)

self-judgment, and (3) self-reaction. "Self-regulatory
systems lie at the very heart of causal processes. They
not only mediate the effects of most external influ
ences, but provide the very basis for purposeful action"
(Bandura, 1991, p. 248). These self-processes affect the
way children make meaning from their performance. The
judgments that they make affect their reactions and the
resulting outcomes; these self-processes are influenced
by the child's self-efficacy (Bandura & Cervone,

1983;

Locke, Frederick, Bobko, & Lee,

1990;

1984; Mackenzie,

Schunk, 1983, 1984b, 1985, 1990,
Bandura,
value

1991; Zimmerman,

& Martinez-Pons, 1992) and the goals that they

(Berndt & Miller, 1990) .
"Both goals and self-efficacy have a direct inde

pendent effect on performance"

(Latham & Locke,

1991,

p. 221). Self-efficacy is the belief people hold about
their ability to perform a task (Bandura, 198 6). Bandura
theorized that the beliefs individuals hold about their
skills and the outcomes produced by those skills are
better predictors of behavior than the actual skills.
"The stronger the belief in their capabilities, the
greater and more persistent are their efforts"
1989, p. 1176).
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18
A reciprocal relationship exists between goalsetting and self-efficacy. Self-monitoring and the
perception that learning is progressing enhances selfefficacy which, in turn, promotes goal commitment and
the setting of higher goals
Schunk,

(Bandura & Cervone,

1983;

1984a). The strength of a person's self-efficacy

affects the overall nature of the goal. Specifically,
goal level, task performance, commitment to self-set
goals, and goal specificity have been found to be
determined by the strength of self-efficacy. In a path
analysis study of 209 undergraduates,

it was determined

that perceived self-efficacy affected the ambitiousness
of self-set goals, strength of goal commitment,
level of cognitive performance
& Lee,

and

(Locke,

Frederick, Bobko,

1984). When students set goals,

they have a self-

efficacy belief about reaching the goal which sets a
standard for making comparisons about performance
(Schunk,

1985) . As they work toward the goal, self-

efficacy is improved as students see their progress and
feel a sense of accomplishment

(Elliott & Dweck,

1988) .

This increased sense of self-efficacy can motivate
students to greater goal commitment

(Schunk, 1985) which

results in more ambitious goals selected more often by
people with higher self-efficacy (Elliott & Dweck,
Locke,

Frederick, Bobko,

1988;

& Lee, 1984) . When others give
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students feedback or suggestions on their progress,
self-efficacy is raised (Bandura & Cervone,

1983). Goals

enhance self-efficacy; comparative information empowers
students to stay on task, thus improving motivation
(Schunk, 1991). Students who are told that they are
achieving because of the goal-setting effort in which
they are engaging increase their motivation and selfefficacy when compared to students who are merely
encouraged, or admonished to work harder

(Schunk, 1991) .

Goals are the thoughtful representations of desired
outcomes

(Bandura, 1979). Students who set academic

goals are more likely to engage in a process in which
they monitor their progress and form opinions about
their abilities. These judgments can be either negative
or positive and still have a positive effect on self
regulation. Students'

ideas or beliefs about the future

causes anticipatory decisions and actions. "Being
represented cognitively in the present,

conceived future

events are converted into current motivators and regula
tors of behavior"

(Bandura, 1991, p. 248).
Motivation

Motivation for learning is assumed to be something
intrinsic coming from a need, desire, or thought that is
internalized within the student (Frymier,

1970).
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External sources can influence motivation by creating a
need or desire, or by presenting new information that
will change the thought processes. Motivation is,
however, an internal, not an external force (Frymier,
1970).
Motivational theorists believe that the internal
motivational force originates from the attempt to
satisfy a need or based upon beliefs and perceptions.
Hunter (1967), who promoted the Elements of Effective
Instruction movement in the 1970s and 1980s, advocated
the need-satisfying approach. Hunter defined motivation
as "a state of need or desire that activates the person
to do something that will satisfy that need or desire"
(p. 4) . She believed that a student was motivated by
trying to satisfy the unresolved need or desire existing
within the student. In addition, Glasser

(1985), who led

the Quality Schools movement in the 1990s, held to the
need-satisfying concept. Glasser's Reality Therapy and
Control Theory proposes that one biological and four
psychological needs,

(1) survival (2) love,

(3) power,

(4) fun, and (5) freedom, are built into the human
genetic structure and that people make choices that are
motivated by satisfying those needs. Therefore,

any

attempt to motivate others must appeal to their needs.
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Perceptions and beliefs lead people to action and
are the basis of the cognitive approach (Ames & Ames,
1984). These thought processes include attributions,
information-seeking, meta-cognitive and cognitive
strategies, emotional states, and self-evaluations.
Dweck and Elliott

(1983) summarized motivation as

"referring to the contemporaneous, dynamic psychological
factors that influence such phenomena as the choice,
initiation, direction, magnitude, persistence, resump
tion, and quality of goal-directed (including cognitive)
activity"

(p. 645) .

McCombs (1984) defined continuing intrinsic motiva
tion to learn as follows:
dynamic, internally mediated set of metacognitive,
cognitive, and affective processes,(including
expectations, attitudes, and beliefs about the self
and the learning environment) that can influence a
student's tendency to approach, engage in, expend
effort in and persist in, learning tasks on a
continuing self-directed basis, (p. 200)
This definition addresses students' pursuit of learning,
maintenance of interest, and use of strategies to learn.
Students initiate action to satisfy a discrepancy
between actual performance and belief about self and
desired outcome or to satisfy a desire. Satisfying those
discrepancies motivates actions that create outcomes.
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Variables Influencing Motivation
The value that students attach to success affects
their motivation

(Berndt & Miller,

1990) . Values and

goals that are valued contribute to motivation by giving
direction and determining the intensity at which stu
dents will approach a task (Frymier, 1970) . Eccles
(1983, as cited in Berndt & Miller,

1990) stated that

students' values have a long-term effect on subsequent
achievement because they affect the choices that stu
dents make during the educational process. These
choices, such as curriculum choices, impact students'
immediate outcomes which in turn will impact future
outcomes.
In attempting to verify the relationship between
value of success and expectancy to succeed, and the
contribution that this relationship has to success,
Berndt and Miller

(1990) examined 153 seventh graders.

Their research, along with Eccles
Berndt & Miller,

(1983, as cited in

1990), was to determine if students'

expectations to succeed or fail would alter the value
placed upon the task. Students were asked to assess
their involvement in school,

the value that they place

on school, their perceived competence, and attributions
for their successes or failures. These variables were
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correlated with their earned grades in mathematics and
English classes and their track placements. The findings
indicated that student achievement was more highly
related to expectancy of success

(LR = .57, p. < .001),

than to the value attached to success

(LR = .31, p <

.05), although both "expectancy" and "value" were also
found to be statistically significant.
Students' motivations are dependent on the selfefficacy of their capability, the amount of value that
they assign to a task, and their expectancy to succeed
at the task. The meaning that

children make of their

relationship with the teacher

and the learning tasks

enhance or deplete the learners'

can

self-efficacy.

Motivational Patterns
The root of motivational
goal-oriented activity not in

patterns lies in students'
their ability level

(Dweck, 198 6). The type of goal orientation that a child
adheres to determines the motivational pattern. Adaptive
motivation patterns are those that "promote the estab
lishment, maintenance,

and attainment of personally

challenging and personally valued achievement goals"
(p. 1040). Children with adaptive motivation patterns
enjoy learning, expend effort, readily accept chal
lenges, and are persistent. These student behaviors are
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typical of the definition of McCombs''

(1984) intrinsic

motivation stated previously. In contrast, students who
exhibit maladaptive patterns of motivation "fail to
establish reasonable, valued goals, to maintain effec
tive striving toward those goals, or, ultimately, to
attain valued goals that are potentially within one's
reach"

(p. 104 0) . These children exhibit helpless,

negative characteristics and low and negative selfefficacy.
Goal Orientations
The type of goal orientation that students select
is based upon their personal theory of intelligence,
either the entity theory or the incremental theory
(Dweck, 198 6). In the entity theory, students believe
that intelligence is fixed. They are concerned about
their ability level and how their performance will look
to others. These students adopt a performance goal
orientation in an attempt to gain positive judgments
from others and to avoid negative judgments. Performance
goals, being competitive in nature,

are adopted by

children who want to look good and be the best. If their
confidence in their ability is high, then their behavior
pattern will be mastery oriented; that is, they will
pursue learning,

take on challenges, and expend effort
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in order to look good. However, if their confidence in
their ability is low, they will avoid learning tasks
that are challenging. If they think that they cannot be
the best or look good, they will not expend effort.
Students who adopt the incremental theory of
intelligence will follow a learning goal orientation.
Their goal is to increase learning and competence.
Regardless of their confidence, high or low, they will
expend effort, seek challenges, and have high persis
tence. All students who adopt learning goals, and
students with high confidence who adopt performance
goals, will have an adaptive pattern of motivation. On
the other hand,

students who have low confidence and

adopt performance goals will have a maladaptive pattern
of motivation.
A study by Ames and Archer

(1988) supports the

learning (mastery) and performance goal hypothesis. They
identified a set of characteristics exhibited by stu
dents using mastery goals and a set of characteristics
exhibited by students using performance goals. Using the
Learning and Study Strategy Inventory and an instrument
that the researchers developed to assess students'
perception of mastery and performance goals in the
classroom, they questioned 17 6 students in grades 8-11
from schools for the academically talented. The findings
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indicated that when students perceived an emphasis on
mastery goals, they self-reported using more learning
strategies,

engaged in more challenging tasks, and had a

more positive attitude toward their class. Students who
identified that the classroom goal orientation was one
of performance goals did not use learning strategies or
choose challenging tasks. "Goal orientation,

therefore,

is determined by what is actually happening in the
classroom, but, more important, it is defined by how the
individual student gives meaning to these events and
what motivational orientation he or she adopts"
Archer,

(Ames &

1988, p. 265).

In a similar study by Elliott and Dweck

(1988),

children indicated their perception of their ability
level and then were allowed to choose tasks described in
terms of learning and performance orientation. The
students

(101 fifth grade children from semi-rural

schools) were told that the learning tasks would be
difficult but that all children would learn from them
and they would be performed in public and also filmed.
However, the performance tasks were of either moderate
or low difficulty and would be performed privately. In
actuality each of the groups of tasks were the same. The
researchers were interested in determining the students'
reaction to the perceived difficulty of each task choice
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and self-concept of their ability level. The findings
indicated that students who selected performance goals
and believed their current skills were low responded in
a helpless and anxious manner. Students who selected
performance goals and believed their current skills were
high responded in a mastery-oriented manner. They
persisted in problem solving and did not have a negative
affect. Students who selected learning tasks exhibited
persistent use of strategies and positive affect.
Elliott and Dweck concluded that each goal orientation
"creates and organizes its own world— each evoking
different thought and emotions and calling forth differ
ent behavior"

(p. 11). Further, students who have an

incremental theory of intelligence believe that they
have control over their learning. Behaviorally they
"select, structure,
mize learning"

and create environments that opti

(Zimmerman,

1990a, p. 5). These students

may take responsibility over their learning to such a
degree as to be termed self-regulated: self-starters who
expend effort and persist during learning.
Student Self-regulation
Students can be called self-regulated if they are
"metacognitively, motivationally,

and behaviorally

active participants in their own learning process"
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(Zimmerman, 1989, p. 329). Zimmerman (1989) also stated
that to be self-regulated, students'' learning must in
volve the "use of specified strategies to achieve aca
demic goals on the basis of self-efficacy perceptions"
(p. 329). Self-regulated learners see mastery as a
controllable process and they take action to achieve the
goals that they desire.
During the 1700s Benjamin Franklin wrote about
improving intelligence through use of strategies and
skill attainment

(Zimmerman, 1990a). Centuries later the

importance of taking responsibility for one's learning
was still being affirmed by former Secretary of Health,
Education, and Welfare Gardner (as cited in Zimmerman,
1990a), when he stated, "the ultimate goal of the
education system is to shift to the individual the
burden of pursuing his fsicl own education"

(p. 4).

Self-regulated learners monitor their performance
and make judgments on their progress based upon the
goals that they have set. For self-regulated learners
both negative and positive feedback results in improved
behavior

(Bandura, 1989). When receiving negative

feedback, learners see a discrepancy between their
performance and their goals, prompting them to select
additional strategies to help them attain their goals.
On the other hand, when receiving positive feedback,
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learners who evaluate their performance as reaching
their goal will set new goals at a higher level.
McCombs and Marzano

(1990) believe that the view of

self-regulated learners is not complete without a look
at the part "will"' plays. They stated that "a student's
will or desire to engage in self-regulation is not only
necessary, but primary"

(p. 51). Student will is defined

as a self-actualized state of motivation, a desire that
initiates action for a particular choice of behavior.
Will not only initiates actions that lead to the
achievement of the goal but also plays a part in the
choices of pathways to that goal.
Connell and Ryan
self-regulation:

(1984) identified three styles of

(1) extrinsic,

(2) introjected, and (3)

integrated. When students are motivated in a performance
goal orientation,

they are extrinsically regulating.

In

this style students are responding to external stimuli.
This style, as in low confidence students who use a
performance goal orientation, is least effective.
Students who are motivated by external goals, rather
than their own goals, are regulating in an introjected
way. They are motivated by a sense of guilt or shame and
they see themselves as responsible for their own behav
ior, but they do not have self-set goals. Students who
regulate by an integrated pattern are motivated by goals
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for autonomy. Connell and Ryan stated that this is the
highest level of self-regulation and is usually seen to
emerge in late adolescence and adulthood.
Pintrich (1989), concurring with Bandura

(1986,

1991), identified three subfunctions of self-regulation:
(1)

self-monitoring or self-observation,

(2) self

judgments of behavior by personal standards and values,
and (3) self-reaction. These subprocesses interact with
each other, initiating a process of self-measurement and
evaluation.

In this "triadic formulation"

1989) students'

(Zimmerman,

self-regulated learning is not an abso

lute state. Goals represent the guides for purposeful
action. Bandura

(1986, 1991)

further supported the use

of goal-setting as motivational when he stated that
future events that are represented cognitively in the
present can be converted into motivators and regulators
of behavior.
Because goals set a standard for performance and
give importance to actions, they are regulators of
behavior. When students set goals, they begin using
strategies to achieve those goals. The actual use of
specific strategies contributes more directly to
achievement than goals

(Chesney & Locke, 1991). In a

review of previous studies on goal-setting, Latham and
Locke

(1991) concluded that goals regulate performance
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by directing behavior, regulating effort, and increasing
the persistence to which a goal is pursued. A summary of
33 studies

(Locke & Latham, 1990)

indicates that partic

ipants having goals and feedback had better performance
results 92% of the time than participants with goals
alone or feedback alone. When feedback is given, or
self-evaluation indicates that performance is not
sufficient to reach the goal, then new strategies are
used and problem solving takes place. "In real-life, of
course, people are bombarded with information of every
sort, but they act only in response to a small segment
of it, namely that segment which they decide is relevant
to their own life interests and goals"

(Latham & Locke,

1991, p. 225). Evaluations that are positive will
generally lead to improved self-efficacy and resetting
of higher goals

(Latham & Locke,

1991).

An analysis of available studies found that the
"median improvement of performance that resulted from
goal-setting was 16%"

(Locke et al., 1981, p. 148). It

is possible that students not only learn that they can
achieve in the particular goal or task that they have
set, but they may also learn that they can control
outcomes with effort (Gaa, 1979). It is possible that
students involved in a goal-setting process may learn
skills and internalize feelings that will help them to
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become more self-regulated. Schunk and Gaa (1981) have
promoted the teaching of goal-setting as an important
function in the development of self-regulation:
Self-regulation involves setting personal goals,
deciding on component subgoals, establishing feed
back mechanisms to signal progress, and reformulat
ing goals as necessary. School experiences from an
early age will help promote these outcomes. As
students become more competent in the goal-setting
process, they can assume greater direction in
setting and evaluating their accomplishments and
proceed toward longer-range goals, (p. 43)
Goal-setting
Most human behavior is goal-directed (Bandura,
1978). Anticipating the future is important to motiva
tion and self-regulation. According to Locke's

(Locke &

Latham, 1984) goal-setting theory, conscious human
behavior is purposeful, and it is regulated by the
individual's goals which have different attributes,

some

being more effective than others. The types of goals
selected or assigned and the characteristics of the goal
affect the regulation of behavior and the outcomes.
Goal-settina Ambitiousness
Ambitious goal-setting gains more positive achieve
ment results than unambitious goal-setting. This was the
conclusion of a study of 58 special education students
where teachers set reading goals for students and then
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developed 18-week programs to help the students reach
those goals

(Fuchs et al., 1985). At the end of the 18

weeks, students were administered three different
achievement measures. On two measures,

students with

moderate and high goals achieved more than students with
low goals. Additionally, on a third measure, students
with high goals achieved more than those with low or
moderate goals. Follow-up interviews with teachers and
students indicated that "specific goal-writing and
monitoring procedures employed in this investigation
increased participants ' goal awareness and the accuracy
with which they assessed their progress toward goals"
(p. 69) .
In a review by Locke

(as cited in Locke et al.,

1981), there was evidence to indicate that there is a
positive, linear relationship between goal difficulty
and task performance. Twenty-five experimental studies,
also reviewed by Locke et al., indicated similar
results. Locke et al. reported that in 90% of the 110
studies reviewed, hard goals led to better performance
than moderate or easy goals.
Goal Specificity
Kennedy (1968) conducted a study to examine the
effects of goal specificity on students' achievement in
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math. Goals were either stated in terms of specific
outcomes or were general "do your best" goals. Fortyeight third- and fourth-grade students either set goals
for level of math performance or were told to "do your
best." The results showed that students who set specific
goals, regardless of their achievement level, outper
formed (p. < .10) students who had "do your best" goals.
Additionally,
Locke et al.

24 field studies were reviewed by

(1981) to determine if specific goals were

better than "do your best" goals. All of the subjects in
the studies were adults at work. Specific goals could
range from intent to complete the task, to specifically
stating the quality level at which the task would be
completed. Every one of the field studies indicated that
specific and challenging goal groups outperformed "no
goals" or "do your best" goal groups. The "no goal"
groups and the "do your best" goal groups showed no
difference in performance.
The findings of three studies

(Latham & Locke,

1991) indicated that having no goals or "do your best"
goals led people to self-evaluate less critically. These
"no goals" and "do your best" workers were easily satis
fied with their performance and frequently evaluated
their work as satisfactory,

indicating that "maximum

effort is not aroused" (p. 215) when there are no goals
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or "do your best" goals. "From the standpoint of self
regulation,

a specific hard goal clarifies for the

person what constitutes effective performance. The
person is no longer able to interpret a wide range of
performance levels as indicative of excellent perfor
mance"

(p. 215).

Also,

in other studies that examined the specific

outcomes of goals that were aligned with the specifics
of the goal,

it was determined that the "dimension for

which a goal was assigned showed significantly more
improvement" than other dimensions

(Locke et al., 1981,

p. 131). Terborg (as cited in Locke et al., 1981) found
that subjects with specific learning goals spent more
time on task and used more learning strategies than
subjects with "do your best" goals. Studies by LaPorte
and Nath, and Rothkopf and Billington

(as cited in Locke

et al., 1981) which examined student use of study time
also supported the concept that goal specificity in
creased learner time on task.
Proximal and Distal Goals
Research indicates that both proximal and distal
goals have positive effects. In a study by Stock and
Cervone

(as cited in Latham & Locke,

1991), people who

were assigned proximal goals and distal goals had a
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greater self-efficacy rating than people who were
assigned only distal goals. It appears that creating
proximal goals acted as action steps, or subgoals,
allowed midpoint self-evaluations,

and

leading people to

feel that they were capable at more frequent intervals.
People who obtained the subgoals showed higher selfefficacy than those who had not obtained the subgoals or
who had obtained the same level but it had not been
identified as a subgoal. The people who had proximal
goals stayed on the task longer, showing more persis
tence. Stock and Cervone concluded ". . . when individu
als are uncertain of their ability to perform a complex,
challenging endeavor, setting proximal goals can influ
ence positively self-referent thought, motivation and
performance"

(p. 238). Distal goals allow the use of

more strategies and more time for change (Kanfer &
Grimm,

1978). Subgoals may be used effectively if it is

understood that they are not the ceiling for the perfor
mance

(Locke et al., 1981). "Motivation is best regu

lated by long-range goals that set the course for one's
endeavor combined with a series of attainable subgoals
that guides and sustains the efforts along the way"
(Bandura & Schunk,

1981).
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Goal-settina Conferences
The process of goal-setting can be done by an
individual in isolation, or in conjunction with others.
Positive results of goal-setting can be increased when
goals are set, and encouraged by teachers, groups of
peers, or parents. A study by Gaa (1979) of 36 10thgrade students from a rural high school indicated that
participation in a conference with a teacher to set
goals was effective in increasing achievement and in
students feeling more in control of their success.
Students were divided into three groups:

(1) students

who had individual goal-setting conferences with their
teacher,

(2) students who had individual conferences

with the teacher but did not set goals, and

(3) students

who did not set goals and did not have conferences.
During the goal-setting conferences,

teachers and

students set goals and determined the strategies that
needed to be employed to achieve the goals. Teachers
administered teacher designed tests within the classroom
each week for 6 weeks during which time the student's in
the conference goal-setting group met each week with the
teacher to discuss their previous performance and to set
goals, plan activities and consider strategies for
achieving those goals. Data were collected on actual
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classroom performance on each student. In addition, the
Intellectual Achievement Responsibility Questionnaire
(IARQ), and the Locus of Control Inventory for Three
Achievement Domains

(LOCITAD) were administered to all

students in the study in order to assess treatment
effect on locus of control and responsibility percep
tion. The results indicated that the highest achievement
levels came from students who were in the goal-setting
conferences. There were no significant differences among
the groups on the LOCITAD scores. The conference goalsetting group results were more positive than the
conference group on the IARQ indicating that the goalsetting experience was "especially effective in enabling
subjects to perceive the connection between their
efforts and successful achievement in the school task"
(p. 595). These findings indicated that students who set
goals and have conferences to work on strategies gained
the most in achievement. The researchers suggested that
this may be attributed to the fact that the goal-setting
conferences provided strategies and procedures that
could be used to achieve success. The effects of the
conferences served to focus the student on the goal and
to teach strategies for achievement with students
leaving the conferences with goals, action plans and
strategies.
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In a similar study by MacKenzie

(1990), 85 eighth-

grade students were assigned to similar groups: a
conference and goal-setting group, a conference only
group, and a no treatment group. Students in weekly
goal-setting conference groups consistently showed
higher achievement and higher self-efficacy scores, over
time, than students in the conference-only or no-treat
ment groups. Four weeks of exposure was required before
students showed a difference, but then they were able to
maintain the increased levels of self-efficacy and
achievement during a 12-week academic trimester.
In a study with eighth-grade students, verbal
persuasion combined with goal-setting was found to be
more effective in gaining achievement and in enhancing
self-concept than verbal persuasion alone or goalsetting alone (Roberts-Sangster, 1987). Students were
divided into four groups:
(2) goal-setting only,

(1) verbal persuasion only,

(3) verbal persuasion and goal-

setting, and (4) no treatment. Students' grade point
averages and their scores on the Tennessee Self-Concept
Scale were collected in a pretest-posttest model. There
were six goal-setting and verbal persuasion sessions
over a 6-week period. Results indicated that the combi
nation of verbal persuasion and goal-setting was most
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effective in enhancing self-concept and in increasing
academic achievement.
In a study involving 102, 9th- and lOth-grade
students from a lower middle class area, Zimmerman et
al.

(1992) examined student grade goals, parent grade

goals, previous grades, and scores from two scales of
the Children's Multi-dimensional Self-Efficacy Scale:
(1) Self-Efficacy for Self-Regulated Learning,

and

(2) Self-Efficacy for Academic Achievement Scale. The
purpose of the study was to determine which variables
had the most causal effect on final grades. Using path
analysis, it was determined that students' grade goals
had the highest path coefficient (£ = .43) to final
grades, and parents' grade goals "were causally related
to student personal goal-setting (£ = .36)"

(p. 671).

Zimmerman et al. concluded that "apparently, parents
rely on their children's prior grade accomplishments
when they set goals for their children; however, their
children rely on their self-efficacy beliefs as well as
their parents' aspirations for them when setting their
goals"

(p. 672). Parents' academic goals were higher

than the goals the students set for themselves. Since it
was determined that students' grade goals were affected
by parents' grade goals, apparently parents' goals could
modify or enhance students' goals.
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Knowledge of Results
Knowledge of results

(feedback) has been shown to

improve performance and goal achievement- In a study by
Kopelman (as cited in Latham & Locke, 1991), it was
shown that feedback produced positive results because
people either selected new strategies for reaching their
goals or set higher goals when they received feedback.
Furthermore,

a study by Locke and Latham

(as cited in

Latham & Locke, 1991), demonstrated that subjects who
had a record of their past performances and were given
feedback were able to compare their present performance
to their past performance, resulting in increased moti
vation. In contrast,

subjects who did not have records

of prior performances and were unable to make compari
sons did not have increased motivation. "Feedback that
does not lead to the setting of and commitment to
specific difficult goals does not increase motivation to
increase one's performance"

(p. 225) . Latham and Locke

(1991) indicated that the goal-setting process sets a
cognitive priority for people because when they obtain
feedback they are able to identify which feedback is
important to them and attach value to it. In a litera
ture review of 40 studies which examined goals and
feedback, as compared to goals alone or feedback alone,
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Latham and Locke (1991) found that in 37 studies goals
and feedback had a positive motivational effect on
performance. Only three studies indicated that goals
alone or feedback alone motivated as well as or better
than goals and feedback.
A study by Earley, Northcraft, Lee, and Lituchy
(1990) was conducted with students to determine which
type of feedback, process or outcome, had the greater
effect on improving goal-setting results. Outcome
feedback is based upon the end results of an activity,
and process feedback is given periodically during the
activity and prior to the end results. The results
showed that process feedback improved the quality of
strategies that were employed and that outcome feedback
combined with goal-setting to improve effort and selfconfidence. The use of process feedback was found to b>e
an important factor in success and triggered the use of
strategies. When both types of feedback were given, th.e
highest level of performance was obtained. Process and.
outcome feedback not only improved performance but also
improved the use of strategies, effort, and self-confi
dence .
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Goal Commitment
It has been found that people who have a high,
commitment or attachment to a goal and also set high
goals will have higher achievement. If there is high
commitment to a low goal, the goal may be achieved.;
however, unless a new goal is set, the high commitment
may actually have limited the performance level

(Erez &

Zidon, 1984) . Also, goal commitment can be raised by the
belief that the goal is achievable and that the outcome
is desirable (Latham & Locke,

1991) . Sharing the goal

with others leads to increased commitment (Hollenbeck
et al., 1989).
Self-observation, Self-judgment, Self-reaction
"In social cognitive theory human behavior is
extensively motivated and regulated by the ongoing
exercise of self-influence"

(Bandura, 1991, p. 248) .

Self-observation, self-judgment, and self-reaction, are
behavioral processes of self-influence. According to
McCombs and Marzano

(1990), the primary functions of

self during self-regulation are:
relevant information,

(a) processing of self

(b) using self-enhancement strate

gies to regulate affect and defend against negative
emotional states, and (c) "motivating individuals via
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commitments to future self-relevant goals"

(p. 62) .

Goals set a standard of performance by which people make
self-judgments and they set a cognitive priority to
screen information, sorting and selecting what is impor
tant to them, and determining what action they will
take. When children are pursuing their goals,

they are

making judgments about how they are doing. This process
motivates pursuit of the goal and results in continued
motivation to learn (Schunk & Gaa, 1981).
Morgan defined self-monitoring as the "action of
systematically recording one's own behavior"

(Morgan,

1987, p. 1) . In a study of 180 young adults, he deter
mined that self-monitoring, whether combined with goals
or self-monitoring without goals, increased achievement
of students engaged in private studying in comparison to
students in study groups without self-monitoring and
goals, or students who studied alone. Morgan concluded
that self-monitoring and goal-setting were "inextricably
linked" (p. 6).
Motivation, Self-Regulation and Goal-setting
With Middle School Students
Studies assessing outcome differences for goalsetting achievement have determined that educational
level does not effect goal-setting achievement
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et al., 1981) and goal-setting has been found to be
effective for school aged children (Masters, Furman,

&

Barden, 1977) . A study by Zimmerman and Martinez-Pons
(1990) was conducted with 45 boys and 45 girls in the
5th, 8th, and 11th grades to determine their use of
self-regulated learning strategies. Students in the 11th
grade used more strategies than 8th graders, who used
more than 5th graders. The age of middle school or
junior high age children was determined to be a transi
tional period in the development of self-regulation.
Student use of goal-setting and planning declined
between 8th and 11th grade. This 8th-grade decline
followed a significant increase during the 5th- to 8thgrade interval which may be due to students in the 8thto llth-grade level prioritizing academic goals.

In

order for students to stay committed to goals, they may
have to make choices about delaying gratification from
other activities which regulate their behavior

(Bandura

& Schunk, 1981). Engaging students cognitively in a
goal-setting process helps them to keep their future
focus which may then become the pathway for students to
practice self-regulation.
A study to determine if students could be taught to
use self-regulated learning strategies was conducted by
Shapley (1993). Sixth-grade students

(n = 83) were pre-
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and posttested using three measures:
Learning Interview Schedule,

(1) Self-Regulated

(2) Theory of Intelligence,

and (3) Confidence of Intelligence Measure. The treat
ment was a strategic thinking class which focused on the
enhancement of intellectual self-efficacy and promoted
the use of learning strategies. The results indicated
that students who were in the experimental group
reported using more self-regulated learning strategies.
Specifically,

they reported using self-evaluation,

organizing and transforming,

goal-setting and planning,

and monitoring of performance and record keeping. The
control group reported using more help-seeking behav
iors. Students in the treatment group increased their
level of intellectual confidence and reported signifi
cantly higher confidence than the control group. There
were no differences on Theory of Intelligence scales
between the two groups.
Another study to determine if academic achievement
and motivation could be increased in middle school
students was conducted by Leung (1991). Students in
volved in the study were underachievers. The first part
of the study was to determine whether goal-setting and
self-monitoring had an effect on increasing academic
achievement, while the second part of the study was to
determine whether students taught the characteristics of
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successful students would subsequently behave more like
successful students- The results indicated that students
who used goal-setting and self-monitoring increased
their academic achievement levels. Students who were
taught characteristics of successful students began
using eight out of nine characteristics, while students
in the control group did not increase their use of
successful student characteristics- Also, the students
in the treatment group believed that they were acting
more like successful students.
Findings from these studies indicate that there are
benefits from teaching students how to self-regulate.
Students who are taught self-regulated learning strate
gies, are involved in goal-setting,

and are encouraged

to reflect metacognitively upon learning will improve
their academic achievement.
Conclusion
The process of goal-setting seems to be one action
that contributes to motivation and self-regulation while
engaging a learner cognitively for the future

(Bandura,

1991; Schunk, 1985, 1991). Goal-setting gives a direc
tion and a standard by which students can measure their
performance

(Berndt & Miller,

1990; Latham & Locke,

1991), making evaluations and judgments for corrective
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action while improving self-efficacy of learner capa
bility. Self-regulated and motivated learners benefit
their own achievement and self-efficacy (Bandura, 1986;
Latham & Locke,

1991; Schunk,

tion that a student adopts

1990). The goal orienta

(Ames & Archer,

1988; Dweck,

198 6) is an important variable in both self-regulation
and motivation. Students who believe that their efforts
can improve their achievement engage their own self
processes to this end. Goal-setting with the use of
strategies, persistence, self-monitoring,

effort

regulation,

and self-efficacy all impact motivation,

regulation,

and achievement and all emerge from

achievement, creating a reciprocal process
1979,

(Bandura,

1991) .
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CHAPTER III
METHODS
Introduction
The purpose of this chapter is to review the
experimental treatment, research design,

instrumentation

and data collection procedures. Demographic information
describing the school district where the study took
place and the population will be discussed and limita
tions will be presented.
Education Development Plan
The treatment in the study is the implementation of
Educational Development Plans

(EDP). Over a 2-year

period the school district where this study took place
implemented an EDP at each grade level and in its
alternative education programs. The EDP process is
developmentally appropriate at each grade level. As
such, the process is slightly different in the secondary
grades compared to the elementary grades. Since the
study focused on the eighth grade, the EDP process
described here will be limited to the eighth grade,

49
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where the EDP process began in October 1996 for students
in the experimental group. Each of the students in the
experimental group was given a folder that is the EDP
form. The students were asked to think about their
seventh-grade year, and to self-assess the type of
learner and student they were academically, behaviorally
and socially. In this district's EDP process,

students

are encouraged to think about the adult career roles
that they will play. They connect these roles with their
academic preparation through high school. Students plan
to prepare themselves for post-high school by being
"college prepared, job ready, or military ready." They
were told to think about and discuss with other students
and their teachers their long-range goals for the year
and their educational goals for the remainder of their
schooling. Based upon their self-assessment,

students

set action steps that they needed to take during the
year to help them to move towards their long-range
goals. Parents were informed of the process and time
allocated for teachers, parents and students to meet to
discuss the student's long-range goals and action steps
for the year. Three times during the year students were
given time to self-assess the progress that they were
making towards completing their action steps. They
recorded their thoughts about this progress; these
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thoughts were shared with parents. At the end of the
year students recorded their final self-assessment on
their progress. They recorded other progress that they
may have made towards their long-range goals and make
plans for activities that they can do during the summer
that would help them reach their long-range g o a l s .
During the year students in the experimental group
took part in specific lessons gleaned from the Michigan
Comprehensive Guidance Program. Specifically, the
eighth-grade students took part in four lessons that the
district determined supported the EDP process:
1. Area I: Career Planning and Exploration;

Cate

gory A: Exploring and Planning for Careers; competency
2: I understand my interests and abilities and how they
help me make a career choice.
2. Area I: Career Planning and Exploration;

Cate

gory A: Exploring and Planning for Careers; competency
3: I understand how to prepare for careers in which I
may be interested.
3. Area II: Educational and Vocational Development;
Category 0: Planning for School and Beyond; competency
53: I know how academic skills such as math, reading and
science related to my career goals.
4. Area II: Educational and Vocational Development;
Category 0: Planning for School and Beyond; competency
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55: I understand how completing high school will better
prepare me for the job market.
Participants
The participants for this study were eighth-grade
students from one school district in southwest Michigan.
The setting for this study was an urban area with a
population of 65,000. The K-12 enrollment in this
district was 8,350 in the 1996-97 school year. The
ethnic distribution was 60.2% Caucasian,
American, 3.3% Hispanic,

34.7% African

1.2% Native American, and .5%

Asian American. There were five schools in this district
that housed eighth-grade students. During the 1996-97
school year, two of those schools implemented the EDP
process, and three did not. The EDP process began in
October 1996 for students in the experimental group. The
total population for the treatment group was 325 stu
dents. The students from the two school buildings that
housed eighth-grade students not involved in the EDP
process during 1996-97 constituted the control group.
The total eighth-grade population for the nontreatment
group was 311 students. Students who transferred into an
experimental school from a control group school or vice
versa, or who had missed the EDP process due to absen
teeism were not included in the study. Students who
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transferred from one EDP school to another were in
cluded. In order to gain access to the data, the inves
tigator obtained approval of the Curriculum,

Instruction

and Assessment Committee, the building principals, and
the assistant superintendent from this school district.
The subjects represent a limited populations
sample, inasmuch as they were drawn from one school
district in a circumscribed geographical area. Even with
such limitations,

it is believed that this study can

contribute to the literature in the area of E D P s .
Research Design
This study utilized both a qualitative and a
quantitative research design. The rationale for combin
ing the methods is that by expanding the use of the
data, both scope and breadth are added to the study
(Greene, Caracelli,
design approach,

& Graham, 1989). In this two-phase

the researcher utilized a qualitative

approach to analyze information gathered from students'
entries on their progress logs, and a quantitative phase
analysis of data collected from the instruments that
were administered to students.
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Experimental Design
The quantitative study utilized a static-group
comparison experimental design as shown in Figure 1
(Campbell & Stanley,

1963}.

Treatment
Experimental group

X

Control group

Observation
0
0

Figure 1. Static Group Comparison.
This posttest only design was selected because the
instruments being used measure attitudes and because the
program in the school district was already underway.
Fitz-Gibbon and Morris

(1987) advise against the use of

a pretest if the posttest measures attitudes. They
advise that the measurement of one's attitudes can
subsequently affect those attitudes. In addition, a
pretest on attitudes might alert students to the aims of
a program and produce bias in their reaction to it.
Fitz-Gibbon and Morris further support the use of a
posttest only design if a program is already underway
and no pretest was given. Information obtained from a
posttest only can still be valuable in making decisions
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about the usefulness of the program (Fitz-Gibbon &
Morris,

1987). Additionally, Campbell and Stanley

(1963)

consider the one-group pretest-posttest design to be a
threat to internal validity due to history, maturation,
and the effect of testing

(Campbell & Stanley,

An analysis of variance

1963) .

(ANOVA) was conducted on

the scores for the seven dependent variables. The seven
dependent variables were:

(1) motivation to learn,

(2)attitude toward one's achievement,

(3)attitude of

self-awareness,

(4)attitude of self-worth,

(5)attitude

of moral value,

(6)attitude toward learning, and

(7)behavior of self-improvement. The difference in the
scores of the dependent variables was examined for the
students doing the Educational Development Plan and the
students not doing the Educational Development Plan and
in demographic categories. Students provided demographic
information in terms of
gender,

(a) race/ethnic group,

(b)

(c) socio-economic status as determined by

free/reduced lunch recipients,
level, and

(d) mother's educational

(e) plans for after high school. They also

indicated if they had been in attendance at that school
for the entire EDP process.
Students' progress logs were used for the qualita
tive study. Staff members from the treatment schools
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removed names,

indicated gender,

and copied progress

logs for the researcher.
The qualitative study conducted on the progress
logs was initiated in order to further understand the
effects of ED P s . Glesne and Peshkin (1992) have stated
that "researchers conduct qualitative studies . . .

in

the reasonable hope of bringing something grander than
the case to the attention of others. Researchers hope
for a description and analysis of its complexity that
identify concepts not previously seen or fully appreci
ated" (p. 148). Progress log data were organized and
analyzed by indexing and categorizing. The data analysis
was open-ended and inductive, contributing to the
"continuing unfolding of the inquiry, and lead[ing] to a
maximal understanding of the phenomenon being studied"
(Lincoln & Guba,

1985).
Instruments

This section will describe the Junior Index of
Motivation and the Educational Goal Attainment Self
test. These instruments were administered to all eighthgrade students at the conclusion of the 1996-97 school
y ear.
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The Junior Index of Motivation
The Junior Index of Motivation

(JIM) is an instru

ment designed to assess young people's motivation to
learn in school. The JIM is a 50-item paper and pencil
untimed questionnaire - It takes approximately 30 minutes
for students to complete it. Students are asked to
indicate level of agreement on a 4-point scale. The JIM
was designed to be used with junior high school age
students in a classroom setting.
During the development of the JIM, Frymier (1970)
demonstrated that the test items of the JIM were homoge
neous at each grade level for both males and females.
Test-retest reliability at a 10-month interval indicated
reliability at the seventh- and eighth-grade level to be
.70 (& = 717). Split-half reliability coefficients of
the JIM scale produced a correlation range of .74 to
.86. Split-half reliability for eighth-grade males was
.74, and the split-half reliability for eighth-grade
females was .84. "These data indicate that the JIM was
internally consistent and dependable over time"
(Frymier, 1970, p. 81).
To validate the JIM, experts' estimates of adoles
cents' responses to the JIM Scale were compared to
students' actual responses. Four elementary teachers
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ranked students according to their estimate of the
students' motivation to do good work in school. These
ranks were correlated with the JIM scores. These scores
indicated positive relationship between teachers'
rankings and students' scores. The rank order correla
tion coefficients were rs = +.21 (& = 23), rs = + .42 (n
= 26), rs = +.65

(n = 25) , and rs = +.39

(a =

27) (Frymier, 1970) .
To further validate the JIM Scale, 27 teachers
administered the JIM Scale to a total of 827 junior high
school students. The teachers rank ordered the student
motivation from high to low. The students who were
ranked higher (according to their teachers' estimate of
their desire to do good work in school) scored signifi
cantly higher on the JIM Scale than the students who
were ranked low in motivation (p < .001)(Frymier, 1970).
The conclusion can be drawn that the JIM Scale discrimi
nates among junior high students according to their
desire to do well in school.
A longitudinal study was conducted to determine if
the JIM scale could successfully discriminate between
college-bound and noncollege-bound high school students.
The JIM was originally administered to 853 seventh
graders; 6 years later the records of students who took
the JIM were examined. Of the 853 original students,
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could be traced and were included in the study. The
differences between the groups of students who attended
college, graduated from high school but did not attend
college and did not graduate from high school were
significant at the .001 level(K = 591). The results
indicated that motivation in junior high school, as
measured by the JIM Scale, was related to actual contin
uing education after high school
Henning,

(Frymier, Henning,

& West, 1975) .

In the last 2 decades the JIM has been utilized in
a number of studies. It was used to study the relation
ship between student affective characteristics and
student achievement at more or less effective schools
(Fenn & Iwancki,

1986). It was also used in a study to

determine the motivation of gifted and nongifted stu
dents at both elementary age and secondary age
1981). In a further study by Ryan and Robert

(Ryan,

(1982), the

JIM was used to determine motivation in gifted and non
gifted students. In 1996 the JIM Scale was used in a
joint project of the National Association of Secondary
School Principals and Phi Delta Kappa to determine
characteristics of students who may potentially drop out
of school

(J. R. Frymier, personal communication, April,

1996).
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The school district in the present study partici
pated in the Phi Delta Kappa drop-out study mentioned
previously. Administrators from the district selected
the JIM Scale for the study because of their familiarity
with it.
Educational Goal Attainment Test Self-Test
The Educational Goal Attainment Test

(EGAT) is

designed to provide broad needs assessments that are
primarily used to assist in program evaluation and
improvement. The EGAT is distributed by the National
Association of Phi Delta Kappa and was authored by
Tuckman and Montare

(1975). There are 10 subtests in the

EGAT. It was designed for use by 7th- to 12th-grade
students. The tests are goal referenced and may be used
separately.
The Self-Test, one of the 10 subtests that make up
the EGAT,

is a paper and pencil test which includes

attitude and behavior items. Attitude items measure a
student's orientation or feeling toward something as
reflected by his or her agreement or disagreement with a
given attitude statement. Behavior items use the pencil
and paper format to have students self-report by indi
cating to what degree they perform a particular behav
ior.
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There are 14 subtests in the EGAT Self-Test clus
ter. Eight of these subtests were used. The subtests and
the attitudes and behaviors that they measure are
(Tuckman & Montare,

1975):

Attitude Toward One's Achievement: (1) I am a good
student,

(2) School is important,

pleasant,

(3) School is

(4) I take pride in my school performance,

(5)

I like participating in school, and (6) I must perform
well.
Attitude of Self-awareness: (1) I know myself,
We should try to know ourselves,
grow,

(4) I think about myself,

(2)

(3) People change and
(5) I am unique and

influential.
Attitude of Self-worth: (1) I like myself,
perform well,
qualities,

(3) Others value me,

(2) I

(4) I have good

(5) I am influential, and (6) I have a strong

e go.
Attitude of Moral Value: (1) Work pays off,

(2)

Affect your own fate.
Attitude Toward Learning: (1) School is good,
School is useful,

(3) School is fun,

(2)

(4) School should

continue, and (5) Learning outside of school.
Behavior of Self-improvement: (1) Like school,
Teach self,

(3) Persist,

(4) Seek challenge, and,

Like learning.
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(2)

(5)

Split-half reliability coefficients for '7th grade
(H = 96) , 10th grade

(n = 101), and total

each area are respectively:
Achievement,
Awareness,

.753,

.626,

(a = 197), in

(a) Attitude Toward One's

.874, and .802;

.7 62, and .685;

(b) Attitude of Self-

(c) Attitude of Self-

Worth,

.893,

.926,

and .909;

(d) Attitude of Moral

Value,

.841,

.870,

and .862;

(e) Attitude Toward Learn

ing,

.853,

.818, and .834; and (f) Behavior of Self-

Improvement .891,

.848, and .824.

Use of this instrument has not been reported in the
literature. No further information is available regard
ing reliability or -validity of the EGAT.
Instruments that measure motivation to learn and
attitudes toward learning at the junior high level are
rare. Other measures that are more common are used at
the college or adult: level. The more widely used Career
Maturity Inventory

(CMI), appropriate for grades 6-12,

was not selected fox use in this study. The goal selec
tion subtest of the CMI, the title of which would seem
appropriate for this study, matches traits of people in
short vignettes to occupations that they might select.
This does not appear to measure the type of goal-setting
that EDPs are designed for. Consequently the CMI was not
selected by this school district. The EGAT was designed
for use by school districts to provide program
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evaluation.

For that reason the EGAT was chosen by the

district in this study to assess the effects of E D P s .
Procedures
Approval from the targeted school district was
gained following the district's procedures and policies.
Approval from The Western Michigan University Human
Subjects Institutional Review Board was obtained (see
Appendix A ) . Data were kept in a secure location.
Student progress logs were collected to determine
if there were common themes. Employees at each site in
the experimental group collected and copied students'
progress l o g s . Anonymity was maintained by having the
name identification removed before they were given to
the researcher.
Data Analysis
An analysis of variance (ANOVA) was used to analyze
the quantitative data obtained from the JIM and the
EGAT. The primary analysis was on the differences
between the experimental and control group mean scores
for the seven dependent variables. Further analysis was
done in categories of demographic information.
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Null Hypothesis
The following null hypothesis related to the
quantitative research question were tested in this
study. The alpha level for statistically significant
differences was .05.
H0 : There will be no significant differences
between the experimental and control group, or between
the groups when divided into five demographic catego
ries, on the JIM (one scale) , and the EGAT

(six scales) .

This null hypothesis was applied to each scale.
Thus, it was utilized seven times in the control group/
treatment group analysis and seven times in each of the
demographic categories.
Limitations
This research is a study of the effects of EDPs on
school motivation and attitudes toward learning among
eighth graders who are participating in a specific EDP
process in a specific school district. The EDP process
used as the independent variable in this study is unique
to this particular school district. Although other
school districts may have EDPs, the ability to general
ize to other EDPs in other school districts is dependent
upon a similar process. However, most EDPs are goal-
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setting instruments designed to assist students in
identifying their adult roles. This study may be generalizable to populations that are using EDPs of this
nature.
This study does not provide a random sample or
random selection, thus generalization can be made only
to those in similar groups as used for this study.
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CHAPTER IV
FINDINGS
Introduction
This study assessed the effects of Educational
Development Plans

(EDPs) on motivation to learn and

attitudes and behaviors toward learning of eighth-grade
students. Two instruments were used for the measure
ments: The Junior Index of Motivation (JIM) and the
Educational Goal Attainment Test

(EGAT) . This chapter

contains a presentation of the results of the adminis
tration of these instruments on the treatment group and
the control group. The statistical analysis of the data
is presented.
Analysis of the Data
The purpose of this study was to analyze the
differences in motivation,

and attitudes, and behaviors

toward learning between students who used EDPs and
students who did not use EDPs. This study used existing
data which were obtained from a small Midwest school
district. The study was approved by the Human Subjects

66
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Institutional Review Board (HSIRB) . A total of 342
eighth-grade students participated in this study. There
were 151 students in the treatment group and 191 stu
dents in the control group. Scores from the JIM and six
scales from the Educational Goal Attainment Test

(EGAT)

were recorded for students with EDPs and students who
did not use E D P S .
Two instruments were used to test seven areas in
this study. The JIM assesses young people's motivation
to learn in school. One score is provided. In this study
six subtests of the EGAT were used. Five areas of atti
tude were examined: attitudes toward one's achievement,
self-awareness,

self-worth, moral value, and learning.

One additional subtest reported of self-improvement
behavior scores.
The two-factor ANOVA compared the mean differences
between students with EDPs and students without EDPs on
the scores from the JIM and the six subtests of the
EGAT, across five demographic areas: socioeconomic
status, ethnicity, gender, mother's educational level,
and participants' plans for further education. All
statistical analyses were performed using Statistical
Package for the Social Sciences
software

(SPSS)

statistical

(Noursis, 1993).
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Results
This research investigated the impact of EDPs on
school motivation and attitudes and behavior toward
learning. In this section the researcher presents the
results of the data gathered on the JIM and the six
subtests of the EGAT. An ANOVA was utilized for analyz
ing the differences between students with EDPs and
students without ED P s .
The four questions addressed were:
1. Will there be a difference in school motivation
for students who take part in an EDP Process and stu
dents who do not, as measured by the JIM?
2. Will there be a difference in attitudes toward
one's achievement, attitudes toward self-improvement and
behaviors of self-improvement, of students who take part
in an EDP Process and students who do not, as measured
by the six scales of the EGAT?
3. What effect do EDPs have upon motivation or
attitudes and behaviors toward learning when students
are grouped by demographic categories of: socioeconomic
status, gender, ethnicity, mother's education,

or

personal plans for future education?
4. Are there common themes expressed by students as
to the effect the EDP had on their school attitude,
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attainment, use of strategies for learning and school
improvement, as reported by students' periodic entries
in their EDP progress logs?
An analysis of variance

(ANOVA) was used to analyze

the quantitative data obtained from the JIM and the
EGAT. The primary analysis was on the differences
between the experimental and control group mean scores
for the seven dependent variables. Further analysis
examined five demographic categories: gender, socioeco
nomic status, ethnicity, and mother's education. These
categories are described and defined later in this
chapter.
The independent variable in this study was the
treatment of an EDP. The dependent variables were the
one score on the JIM and six scales of the EGAT.
Primary Research Questions Findings
Table 1 presents the means and standard deviations
for students with EDPs and students without EDPs on the
seven dependent variables. Table 2 describes the analy
ses of differences between the treatment group and the
control group on the JIM and the six subtests of the
EGAT. No statistically significant differences

(p < .05)

were found on the JIM or the six scales of the EGAT when
comparing students with EDPs and students without EDPs.
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The null hypothesis of no difference between the
students with an EDP and the students without an EDP is
retained.
Table 1
JIM and EGAT Means and Standard Deviations
EDP

No EDP
Assessments
JIM

Mean

2H

Mean

2H

107.60

25.10

108.02

23.23

Achi e vement

77.30

9.60

76.91

10.76

Learning

78.06

11.59

77.36

12.51

Self-awareness

77. 67

9.74

78.00

9.02

Self-worth

82.41

11.94

83.74

12.14

Moral Value

82.45

10.02

80.15

12.55

Behavior of
72. 61
S elf- improvement

11.70

73.37

13.65

EGAT

Note. JIM = Junior Index of Motivation; EGAT =
Educational Goal Attainment Test; EDP=Educational
Development Plans.
Tables 3 through 12 present the means and standard
deviations of the assessments as well as the results of
the ANOVA on the JIM and the six subtests of the EGAT in
each of the demographic areas. The two-factor ANOVA
compared the mean differences between students with EDPs
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and students without EDPs on the JIM and six subtests of
the EGAT across five demographic variables.
Table 2
JIM and EGAT Differences Between Students
With EDPs and Students Without EDPs
Assessments

JIM

Mean
Differences

L

£

.42

.16

.87

.38

-.35

.73

-.70

-.53

.59

.34

.33

.74

1.33

1.01

.31

-2.30

-1.89

.06

.76

.55

.58

EGAT
Achievement
Learning
Self-awareness
Self-worth
Moral Value
Behavior of
Self-improvemen t

N o t e . JIM = Junior Index of Motivation; EGAT = Educa
tional Goal Attainment Test; EDP=Educational Development
P lans.
Findings .by Demographic, group ings
In this study, five demographic areas were examined
including socioeconomic status,

ethnicity, gender,

mother's educational level and participants' plans for
further education.
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Effects of Socioeconomic Status
Students indicated whether or not they received
free or reduced lunch. Students qualify for this cate
gory based on income. Students who receive free or
reduced lunch are considered below the poverty line and
students who do not qualify for this were in the above
the poverty line category.
The means and standard deviations of the JIM and
EGAT scores for students with EDPs and students without
EDPs in the above and below the poverty line groups are
presented in Table 3. A two-factor ANOVA was used to
compare the data. Table 4 describes the analyses of
differences on each of the assessments in the grouping
by S E S . The analysis revealed that there was a differ
ence in main effects between above and below the poverty
line groups in motivation (JIM) and attitude of moral
value

(EGAT)

(p < .05). The difference is due to SES

differences and not due to the treatment or the interac
tion effect of the treatment and SES. The null hypothe
sis of no difference between the means for motivation
(JIM) and attitude of moral value (EGAT) for main
effects is rejected. Additionally, the analysis revealed
no differences in main effects or interaction effects
for the other five subtests of the EGAT. Therefore, the
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Table 3
Means and Standard Deviations of All Scales on SES
No EDP
Assessments
JIM

Groups

EDP

Mean

<Poverty Line
>Poverty Line

Mean

99.90
112.45

23.89
25.20

105.95
109.70

21.85
24.29

74.52
78.81
78.38
77.67
77.82
77.39
80.74
83.35
80.67
83.65
69.97
74.15

10.69
9.22
10.44
12.43
8.33
10.75
11.27
12.43
10.01
9.88
12.59
11.08

77.00
77.85
77.54
77.22
77.74
78.21
82.83
84.49
78.21
81.73
73.90
73.60

10.85
10.75
13.08
12.10
10.11
8.07
12.87
11.53
11.76
13.02
14.02
13.43

EGAT
Achievement
Learning
Self-Awareness
Self-worth
Moral Value
Behavior of
Self-Improvement

<Poverty
>Poverty
<Poverty
>Poverty
<Poverty
>Poverty
<Poverty
>Poverty
<Poverty
>Poverty
<Poverty
>Poverty

Line
Line
Line
Line
Line
Line
Line
Line
Line
Line
Line
Line

N o t e . JIM = Junior Index of Motivation; EGAT = Educational Goal Attainment Test;
EDP = Educational Development Plans.

-j

w

74
Table 4
Two— Factor ANOVA Results for the JIM and EGAT Subscales
for Treatment (EDP) and SES
Assessments

df

MS

£

U

Motivation To Learn (JIM)
1

215.42

215.42

.377

.539

SES

1

5230.70

5230.70

9.162

.003

EDP x SES

1

1525.10

1525.10

2. 671

.103

324

184975.53

Treatment

(EDP)

Residual

Attitude Toward Achievement
Treatment

(EDP)

570.912

(EGAT)

1

.00

.00

.000

.999

SES

1

270.85

270.85

2. 67 6

.103

EDP x SES

1

316.30

316.30

3.125

.078

337

34110.61

101.22

Residual

Attitude Toward Learning (EGAT)
Treatment

(EDP)

1

49. 90

49.90

.345

.558

SES

1

34.12

34.12

.236

.628

EDP x SES

1

8.77

8 .77

.061

.806

337

48811.94

144.85

Residual

Attitude of Self-Awareness
Treatment

1

4.83

4.83

.054

.816

SES

1

1.02

1.02

.011

.915

EDP x SES

1

28 .28

28 .28

.316

.574

337

30130.50

89.41

Residual

(EDP)

(EGAT)
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Table 4— Continued
Assessments

d£

Attitude of Self- Worth

SS.

Z

MS.

U

(EGAT)

1

180.11

180.11

1.247

.265

SES

1

329.70

329.70

2.282

.132

EDP x SES

1

9.87

9. 87

.068

.794

337

48693.53

144.49

Treatment

(EDP)

Residual

Attitude of Moral Value
1

396.05

396.05

3.201

.074

SES

1

873.45

873.45

7.059

.008

EDP x SES

1

6.25

6.25

.051

.822

338

41822.51

123.74

Treatment

(EDP)

(EGAT)

Residual

Behavior of Self- Improvement (EGAT)
1

101.94

101.94

.646

.422

SES

1

388.08

388.08

2.458

.118

EDP x SES

1

226.96

226.96

1.438

.231

337

53196.30

157.85

Treatment

Residual

(EDP)

N o t e . JIM = Junior Index of Motivation; EGAT =
Educational Goal Attainment Test; EDP=Educational
Development Plans.
null hypothesis of no difference between means for the
main effects of treatment

(EDPs) and SES and for the

interaction of treatment and SES is retained for atti
tude toward achievement

(EGAT) , attitude toward learning
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(EGAT) , attitude of self-awareness and self-worth
(EGAT) , and behavior of self-improvement (EGAT) .
Effects of Gender
Students identified themselves as male or female.
This self-identification divided students into groups of
male or female. The means and standard deviations for
students with EDPs and students without EDPs in the male
and female groups are presented in Table 5. A two-factor
ANOVA was used to compare the data. Table 6 describes
the analyses of differences on each of the assessments
in the male and female groups. The analysis revealed
that there was no significant difference between means
in the main effects of gender and of treatment

(EDPs) or

in interaction effect between gender and treatment.
Therefore, the null hypothesis of no difference between
means is retained.
Effects of Ethnicity
Students identified themselves by their ethnicity.
The number of participants who identified themselves as
African American, American Indian, Asian, and Hispanic
was small compared to the number of students identified
as Caucasian. By grouping African American, American
Indian, Asian, and Hispanic students together into one
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Table 5
Means and Standard Deviations of All Scales on Gender
No EDP
Assessments
JIM

EDP

Mean

sn

Mean

2H

Male
Female

106.12
108.09

24.70
26.13

107.40
108.83

24.06
22.26

Male
Female
Male
Female
Male
Female
Male
Female
Male
Female
Male
Female

76.27
77.71
77.66
78.18
77.84
77.35
82.85
81.87
81.72
83.01
73.22
71.89

9.73
10.26
12.19
11.26
7.46
11.35
11.30
12.57
10.18
9.90
11.54
12.12

76.39
77.64
78.13
76.32
78.42
77.43
85.42
81.46
80.68
79.42
73.64
73.00

10.95
10.54
12.43
12.65
8.51
9.71
10.49
13.83
13.21
11.67
13.41
14.08

Groups

EGAT
Achievement
Learning
Self-Awareness
Self-worth
Moral Value
Behavior of
Self-Improvement

N o t e . JIM = Junior Index of Motivation; EGAT = Educational Goal Attainment Test;
EDP = Educational Development Plans.
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Table 6
Two-Factor ANOVA Results for the JIM and EGAT Subscales
for Treatment (EDP) and Gender
Assessments

df

Motivation To Learn

(JIM)

SS.

X2.

Z

£

1

80.96

80.96

.134

.714

Gender

1

232.23

232.23

.385

.535

EDP x Gender

1

6.04

6.04

.010

.920

325

196021.99

603.15

Treatment

(EDP)

Residual

Attitude Toward Achievement (EGAT)
1

2.44

2.44

.024

.877

Gender

1

196.09

196.09

1.913

.168

EDP x Gender

1

7.03

7 .03

.0 69

.794

337

34547.25

102.51

Treatment

(EDP)

Residual

Attitude Toward Learning (EGAT)
Treatment

(EDP)

1

51. 69

51.69

.358

.550'

Gender

1

25.41

25.41

.176

.675

EDP x Gender

1

131.58

131.58

.910

.341

337

48713.35

144.55

Residual

Attitude Of Self-Awareness

(EGAT)

-

1

4.82

4.82

.054

.817

Gender

1

34.22

34.22

.383

.537

EDP x Gender

1

9. 65

9.65

.108

.743

337

30121.03

89.38

Treatment

Residual

(EDP)
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Table 6— Continued.
Assessments

na

Attitude of Self- Worth

Z

U

(EGAT)

1

78.61

78. 61

.547

.460

Gender

1

464.74

464.74

3.233

.073

EDP x Gender

1

209.44

209.44

1.46

.228

337

48438.87

143.74

Treatment

(EDP)

Residual

Attitude of Moral Value

(EGAT)

1

443.36

443.36

3.52

.061

Gender

1

.01

.01

.00

.992

EDP x Gender

1

133.64

133.64

1.06

.304

338

42560.33

125.92

Treatment

(EDP)

Residual

Behavior of Self- Improvement (EGAT)
1

33.67

33. 67

.211

.646

Gender

1

60.66

60. 66

.380

.538

EDP x Gender

1

3.83

3.83

.024

.877

337

53807.79

159.67

Treatment

Residual

(EDP)

N o t e . JIM = Junior Index of Motivation; EGAT = Educa
tional Goal Attainment Test; EDP=Educational Development
Plans.
minority category, the number of minority participants
was closer in size to the number of Caucasian partici
pants. The researcher chose to divide ethnicity into
minority and nonminority categories. African American,
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American Indian, Asian, and Hispanic participants make
up the minority category. The nonminority category
represents Caucasian participants. The means and stan
dard deviations for students with EDPs and students
without EDPs in the minority and nonminority groups are
presented in Table 7. A two-factor ANOVA was used to
compare the data. Table 8 describes the analyses of
differences on each of the assessments in the ethnicity
area. The analysis revealed that there was a statistical
difference in main effects between minority and non
minority groups in motivation (JIM), attitude toward
achievement
(EGAT)

(EGAT), and attitude of self-awareness

(£ < .05). The differences were between the

minority and nonminority group means and not due to the
treatment or the interaction effect of the treatment and
ethnicity. The null hypothesis of no difference between
the means for motivation

(JIM), attitude toward achieve

ment (EGAT), and attitude of self-awareness

(EGAT) for

main effects was rejected.
Additionally, the analysis revealed no differences
in main effects or interaction effects for the other
four subtests of the EGAT. Therefore, the null hypo
thesis of no differences between means for the main
effects of treatment (EDPs) and ethnicity and for the
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Table 7
Means and Standard Deviations of All Scales on Ethnicity
No EDP

EDP

Assessments

Groups

Mean

Mean

JIM

Minority
Non-Minority

102.45
111.84

22.15
27.65

106.79
108.62

25.04
22.40

Minority
Non-Minority
Minority
Non-Minority
Minority
Non-Minority
Minority
Non-Minority
Minority
Non-Minority
Minority
Non-Minority

78.15
76.14
76.45
78.36
80.03
75.07
83.11
81.30
79.98
82.80
72.27
72.82

11.17
10.95
12.30
11.31
7.62
11.14
11.87
12.36
13.10
10.10
14.16
12.59

79.33
75.69
79.15
77.56
79.45
77.26
84.98
83.29
80.46
82.11
75.53
72.12

9.56
9.00
12.85
12.02
9.57
8.67
12.67
11.65
11.51
9.97
12.47
11.15

sn

EGAT
Achievement
Learning
Self-Awareness
Self-worth
Moral Value
Behavior of
Self-Improvement

N o t e . JIM = Junior Index of Motivation; EGAT = Educational Goal Attainment Test;
EDP = Educational Development Plans.
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Table 8
Two-Factor ANOVA Results for the JIM and. EGAT Subscales
for Treatment (EDP) and Ethnicity
SS.

MS

1

23.70

23.70

.040

.841

Ethnicity

1

2376.07

2376.07

4.019

.046

EDP x Ethnicity

1

1081.30

1081.30

1.829

.177

324

192153.93

591.24

Assessments

£

B

Motivation To Learn (JIM)
Treatment

(EDP)

Residual

Attitude Toward Achievement

(EGAT)

1

3 .70

3.70

.036

.849

Ethnicity

1

511.84

511.84

5.042

.025

EDP x Ethnicity

1

95. 96

95.96

.945

.332

337

34213.51

101.52

Treatment

(EDP)

Residual

Attitude Toward Learning

(EGAT)

1

5.53

5.52

.038

.845

Ethnicity

1

56.75

56.75

.394

.531

EDP x Ethnicity

1

272.04

272.04

1.888

.170

337

48563.45

144.11

Treatment

(EDP)

Residual

Attitude Of Self-Awareness

(EGAT)

1

40.59

40.59

.473

.492

Ethnicity

1

960.21

960.21

11.192

.001

EDP x Ethnicity

1

132.07

132.07

1.539

.216

337

28913.09

85.80

Treatment

Residual

(EDP)
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Table 8— Continued
Assessments

MS

aa

Worth
Attitude of Self-1

£

R

(EGAT)

1

212.27

212.27

1.368

.227

Ethnicity

1

260.10

260.10

1.797

.181

EDP x Ethnicity

1

.19

.19

.001

.971

337

48782.43

144.76

Treatment

(EDP)

Residual

Attitude of Moral Value

(EGAT)

1

393.00

393.00

3.113

.079

Ethnicity

1

.88

.88

.007

.934

EDP x Ethnicity

1

27.25

27.25

.216

.643

338

42665.55

126.23

Treatment

(EDP)

Residual

Behavior of Self-Improvement

(EGAT)

1

129.03

129.03

.813

.368

Ethnicity

1

100.05

100.05

.631

.428

EDP x Ethnicity

1

357.54

357.54

337

53471.57

158.67

Treatment

Residual

(EDP)

2.25

.134

N o t e . JIM = Junior Index of Motivation; EGAT =
Educational Goal Attainment Test; EDP=Educational
Development Plans.
interaction of treatment and ethnicity is retained for
attitude toward learning (EGAT), attitude of self-worth
(EGAT), attitude of moral value (EGAT) and behavior of
self-improvement (EGAT).
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Effects of Mother's Education Level
Students indicated if their mothers had completed
high school or not, or had continued with higher educa
tion. Students were grouped according to those with
mothers who had equal to, or less than, a high school
diploma and mothers who had more than a high school
diploma. The means and standard deviations on the JIM
and the EGAT for students with EDPs and students without
EDPs grouped by those with mothers who had high school
or below and those with mothers with college and beyond
are presented in Table 9. A two-factor ANOVA was used to
compare the data. Table 10 describes the analyses of
differences on each of the assessments in the area of
mother's educational level. The analysis revealed that
there was a difference in main effects between groups in
behaviors of self-improvement

(EGAT)

(p < .05) . The

difference was due to differences in mother's education
al level and not due to the treatment or the interaction
effect of the treatment and mother's educational level.
The null hypothesis of no difference between the main
effect means for behavior of self-improvement

(EGAT) was

rejected. Additionally, the analysis revealed no differ
ences in main effects or interaction effects for the
other five subtests of the EGAT and for the JIM.
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Table 9
Means and Standard Deviations of All Scales on Mother's Educational Level
No EDP
Assessments
JIM

Groups
Mom =/< H.S.
Mom > H.S.

EDP

Mean

Mean

3H

104.04
111.01

23.75
26.19

106.76
109.00

23.15
22.97

74.84
78.87
77.42
78.14
77.19
78.16
81.86
83.37
82.36
82.63
71.08
73.49

8.48
10.39
12.78
11.46
7.30
11.19
8.58
13.14
9.07
10.63
10.91
12.24

76.85
76.87
76.12
77.88
77.77
78.25
83.61
84.02
79.66
80.38
71.35
75.26

10.52
11.03
12.91
12.33
8.10
10.20
10.61
13.25
11.90
13.42
12.88
14.43

EGAT
Achievement
Learning
Self-Awareness
Self-worth
Moral Value
Behavior of
Self-Improvement

Mom
Mom
Mom
Mom
Mom
Mom
Mom
Mom
Mom
Mom
Mom
Mom

=/< H.S.
> H.S.
=/<H.S.
> H.S.
=/< H.S.
> H.S.
=/< H.S.
> H.S.
=/< H.S.
> H.S.
=/< H.S.
> H.S.

N o t e . JIM = Junior Index of Motivation; EGAT = Educational Goal Attainment Test;
EDP = Educational Development Plans.
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Table 10
Two-Factor ANOVA Results for the JIM and EGAT Subscales
for Treatment (EDP) and Mothers' Educational Level
Assessments

df.

£2.

MS

£

jd

Motivation To Learn (JIM)
Treatment

(EDP)

1

17.87

17.87

Mom's Ed.

2

1480.45

1480.45

EDP x Mom's Ed.

2

340.29

340.29

313

183879.05

Residual

Attitude Toward Achievement
Treatment

(EDP)

.030

.862

2.520

.113

.579

.447

.000

.998

587.47

(EGAT)

1

.000

.000

Mom's Ed.

2

325.49

325.49

3.145

.077

EDP x Mom's Ed.

2

319.60

319.60

3.088

.088

325

33637.82

Residual

103.50

Attitude Toward Learning (EGAT)
Treatment

(EDP)

1

49.02

49.02

.331

.565

Mom's Ed.

2

122.56

122.56

.829

.363

EDP x Mom's Ed.

2

21.34

21.34

.144

.704

325

48074.74

.099

.753

.453

.501

.052

.820

Residual

Attitude Of Self-Awareness
Treatment

(EDP)

1

Mom's Ed.
EDP x Mom's Ed.
Residual

(EGAT)
9.045

2
2
325

147.92

41.43
4.761
29737.16

9.045
41.43
4.761
91.50
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Table 10— Continued
Assessments

df

US.

Z

U

Attitude of Self- Worth (EGAT)
1

114.74

114.74

.831

.363

Mom's E d .

2

73.26

73.26

.530

.4 67

EDP x Mom' s Ed.

2

24.57

24.57

.178

.673

325

44885.35

138.10

Treatment

(EDP)

Residual

Attitude of Moral Value
Treatment

(EDP)

(EGAT)

1

487.02

487.02

3. 83

.051

Mom's Ed

1

19.46

19.46

.15

.696

EDP x Mom' s Ed

1

4.01

4.01

.03

.859

Residual

3

41296.00

127.51

Behavior of Self- Improvement

(EGAT)

1

82. 92

82.92

.520

.471

Mom's E d .

2

794.24

794.24

4.985

.026

EDP x Mom' S Ed.

2

45.29

45.29

.284

.594

325

52639.91

160.49

Treatment

Residual

(EDP)

N ote. JIM = Junior Index of Motivation; EGAT =
Educational Goal Attainment Test; EDP=Educational
Development Plans.
Therefore, the null hypothesis of no difference between
means for the main effects of treatment

(EDPs) and

mother's educational level and for the interaction of
treatment and mother's educational level was retained

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

for motivation to learn (JIM) , attitude toward
achievement

(EGAT), attitude toward learning (EGAT )m

attitude of self-awareness

(EGAT), attitude of self-

worth (EGAT) , and attitude of moral value (EGAT) .
Effects of Participants' Educational Plans
Students indicated if their educational goal w a s to
complete high school, or if they were planning to g o on
for education beyond high school. Participants were
grouped according to those students whose highest g o a l
was to graduate from high school and those who p l a n n e d
on obtaining education beyond high school. The m e a n s and
standard deviations for students with educational pl_ans
that included only high school and those with education
al plans which included education beyond high school. in
the treatment and nontreatment groups are presented

in

Table 11.
A two-factor ANOVA was used to compare the data^.
Table 12 describes the analyses of differences on e a c h
of the assessments in the area of educational plans.

The

analysis revealed that there was a difference in the?
main effects of educational plans in every area
assessed. The difference was between students with g~oals
of high school completion and those with post-high
school aspirations but not due to the treatment
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(EDP s)
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Table 11
Means and Standard Deviations of All Scales on Participants' Educational Plans
No EDP
Assessments

Groups

JIM

Plans H.S.
Plans >H.S.

EDP

Mean

Mean

2H

96.00
109.71

26.43
24.62

100.03
110.38

19.54
23.83

68.94
78.73
71.70
79.36
73.60
78.27
77.39
83.29
77.24
83.59
66.22
73.72

14.18
8.04
14.32
10.51
8.44
9.88
10.63
12.00
10.78
9.49
13.75
11.28

71.40
78.52
71.82
78.79
75.12
78.98
78.69
85.22
74.78
81.57
64.62
75.90

12.03
9.86
10.67
12.70
8.35
9.10
12.29
11.83
11.84
12.43
13.00
12.56

EGAT
Achievement
Learning
Self-Awareness
Self-worth
Moral Value
Behavior of
Self-Improvement

Plans
Plans
Plans
Plans
Plans
Plans
Plans
Plans
Plans
Plans
Plans
Plans

H.S.
>H.S.
H.S.
>H.S.
H.S.
>H.S.
H.S.
>H.S.
H.S.
>H.S.
H.S.
>H.S.

Note. JIM = Junior Index of Motivation; EGAT = Educational Goal Attainment Test;

EDP = Educational Development Plans.

00

VO

90
Table 12
Two-Factor ANOVA Results for the JIM and EGAT Subscales
for Treatment (EDP) and Educational Plans
Assessments

SS.

MS.

1

307.83

307.83

.533

.466

Plans

1

8447.26

8447.26

14.632

.000

EDP x Plans

1

153.92

153.92

.267

.606

325

187325.60

577.31

.700

.403

Motivation To Learn
Treatment

(EDP)

Residual

(EDP)

(EGAT)

1

65.78

65.78

Plans

1

4632.68

4632.68

EDP x Plans

1

92.10

92.10

338

31746.16

93.92

Residual

E.

(JIM)

Attitude Toward Achievement
Treatment

Z

49.32

.000

.982

.322

.009

.924

:titude Toward Learning (EGAT)
Treatment

(EDP)

1

1.25

1.25

Plans

1

2904.96

2904.96

EDP x plans

1

19.77

19.77

338

46310.76

137.01

Residual

21.20

.000

.144

.704

-

ititude Of Self-Awareness

(EGAT)

Treatment

1

33.38

33.38

.380

.538

Plans

1

846.84

846.84

9. 635

.002

EDP x Plans

1

2.60

2.60

.030

.863

338

29706.46

87.89

Residual

(EDP)
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Table 12— Continued
Assessments

Z

£

132.28

.936

.334

1771.02 1771.02

12.534

.000

.043

.837

d£

Attitude of Self- Worth

(EGAT)
132.28

Treatment (EDP)

1

Plans

1

EDP x Plans

1

3.02

6.02

338

47758.71

141.30

Residual

Attitude of Moral Value

(EGAT)

Treatment (EDP)

1

209.46

209.46

1.75

.187

Plans

1

2185.68

2185.68

18.24

.000

EDP x Plans

1

.02

.02

.00

.990

Residual

3

40509.50

119.85

6.17

.042

.837

5108.51 5108.51

34.935

.000

1.275

.260

Behavior of Self- Improvement

(EGAT)
6.17

Treatment (EDP)

1

Plans

1

EDP x Plans

1

186.47

186.47

338

49425.49

146.23

Residual

HQ.te. j i m = Junior Index of Motivation; EGAT =
Educational Goal Attainment Test; EDP=Educational
Development Plans.
or the interaction of educational plans with treatment.
The null hypothesis of no difference between the means
for main effects was rejected. The null hypothesis of no
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difference between means for the interaction was
retained.
Progress Log Data Findings
The EDP process in this study included a quarterly
self-assessment by the student. The form used for this
self-assessment is referred to as the progress log.
Students were asked to review the goals in their EDPs
and to self-assess the progress that they were making
towards the goals. This self-assessment was scheduled to
take place during the fall, winter, spring, and the last
week of school. At one of the EDP school sites some of
the participants maintained the logs. The other two EDP
sites omitted log keeping from the EDP process. Because
of this the number of logs maintained was much less than
the expected number. The EDP Progress Logs were main
tained by only eight students,

five females and three

males. Seven of the logs were maintained during the
fall, winter and spring. One also included a "last day
of school" entry. There were a total of 25 entries.
Within the 25 entries there were 55 statements
which could be divided into three main common themes:
short-term goals, long-term goals, and self-evaluation
comments. The theme of short-term goals focused on
statements made about the current year. The long-term
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goals theme grouped statements which focused on plans
for the future. The third theme group represented selfevaluation comments. These statements focused on spe
cific behaviors and the students' perception of the
outcomes of those behaviors.
Short-term goal comments represented the smallest
number of entries

(12.72% of total number of entries).

These comments identified general goals, "I would like
to get good grades this year" and specific goals,

"I

will improve my attendance."
Long-term goal comments represented the second
largest group of entries

(20.0%). Long-term goal com

ments focused on what the student hoped to accomplish
after high school. All but one of the students used
general terms such as "Go to college" and "Get a job."
One student identified two specific careers that she
would like to pursue. That student, a female,

identified

"Being a hockey player or being a scientist."
Self-evaluation comments made up the largest group
of entries

(67.27%). The self-evaluation comments were

mainly positive

(75.67%). These comments mostly listed

things the students believed they had accomplished. The
self-evaluation comments were far more specific than
general. One comment indicated pleasure that a teacher
had told the student "he" or "she" was doing better. The
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negative comments

(24.32%) were self-directed comments

such as: "I didn't do well in math and I could improve
in it," and "academically and socially I need to
improve."
A n analysis of entries by gender indicates that
three males represented 37.5% of the participants who
maintained progress logs and accounted for 25.45% of the
comments. Five females represented 62.5% of the partici
pants and accounted for 74.54% of the comments. Table 13
represents the percentage breakdown of comments by gen
der in the three areas of short-term goals,

long-term

goals and self-evaluation comments.
Table 13
EDP Progress Log Comments by Gender
Entries

Male

Female

Short-term

2 (14.28%)

5 (12.19%)

Long-term

5 (35.71%)

6 (14.63%)

Self-evaluation
Positive
Negative
Total

7 (50.00%)
0
7

21 (51.22%)
9 (21.95%)
30

When comments were grouped by gender, male selfevaluation comments represented 50% of their comments,
and female self-evaluation comments represented 73% of
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their comments. All of the males' comments were positive
in contrast to 70% positive self-evaluation comments for
females.
Summary of Research Results
The JIM and six subtests from the EGAT were used in
this study to determine if differences existed between
students who participated in an EDP process and students
who did not use EDPs. The results did not show any
statistically significant differences between groups.
Students with EDPs scored slightly higher than students
without EDPs on four of the seven measures: motivation
(JIM) , attitude toward self-awareness

(EGAT), attitude

toward self-worth (EGAT), and behaviors of self-improve
ment

(EGAT). The data were separated into five demo

graphic categories: socioeconomic status, ethnicity,
gender, mother's education level, and participants'
plans for further education. This created a total of 70
groups of scores. An ANOVA was used to analyze results
across demographic areas. Although students with EDPs
scored slightly higher than students without EDPs in 41
of the 70 groups, no statistical significance was found
in any measure. Statistical significance was found
between groups in main effects of SES (two assessments),
ethnicity (three assessments), mother's education level
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(one assessment) , and students' plans for future educa
tion (all seven assessments) . However, no statistically
significant differences were found in interaction
effects of treatment

(EDPs) with any demographic group

ing, nor for the main effect of EDP.
Students'

four periodic entries over the course of

a year constituted the progress logs which were exam
ined. The researcher grouped statements into three
common themes: short-term goals, long-term goals and
self-evaluation comments.
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CHAPTER V
DISCUSSION
Overview of the Chapter
Chapter V reviews a study of the impact of an
Educational Development Plan (EDP) on motivation to
learn and educational attitudes and behaviors. The
research investigated whether students who are involved
in an EDP process will be more motivated to learn and
have better attitudes and behaviors toward learning than
students without an EDP. In this chapter the researcher
summarizes the research project, discusses the findings,
and makes recommendations for future research.
Summary
The independent variable in this study (the treat
ment) was the EDP. EDPs are long- and short-range goalsetting instruments used by school students to structure
their curricular programs to meet their high school
educational outcomes and to align their curriculum with
their desired adult role. There were two main dependent
variables, the Junior Index of Motivation

(JIM) and the

97
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Education Goal Attainment Test (EGAT) . These instruments
measured motivation to learn and attitudes and behaviors
toward learning. There was a total of 342 participants
in this study. Females represented 172 participants and
males represented 170 of the participants. The treatment
group comprised 151 eighth-grade students and the con
trol group was made up of 191 eighth-grade students. The
participants from this study were eighth-grade students
from one school district in southwest Michigan. The
students in the experimental group represented students
from three junior high schools in the district where
EDPs were part of the program. The control group repre
sented students from two junior high schools in the
district where EDPs were not part of the program. Since
the EDP process takes place over the time of one school
year, students who transferred into an experimental
school from a control group school, or vice versa, or
who missed the EDP process due to absenteeism were not
included in the study.
The four research questions addressed were:
Question 1 : Will there be a difference in school
motivation between students who take part in a EDP
Process and students who do not, as measured by the JIM?
Question 2 : Will there be a difference in attitudes
toward students' achievements, attitudes toward self-
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improvement, and behaviors of self-improvement of
students who take part in an EDP Process compared to
students who do not, as measured by six scales of the
EGAT:

(1) attitude toward one's achievement,

tude of self-awareness,
attitude of moral value,

(2) atti

(3) attitude of self-worth,

(4)

(5) attitude toward learning,

and (6) behavior of self-improvement?
Question 3 : What effect do EDPs have upon motiva
tion or attitudes and behaviors toward learning when
students are grouped by demographic categories of:
socioeconomic status, gender, ethnicity, mother's
education, or personal plans for future education?
Question 4 : Are there common themes expressed by
students as to the effect the EDP had on their school
attitude, goal attainment, use of strategies for learn
ing and school improvement, as reported by students'
periodic entries in their EDP progress logs?
The results of this research study suggest that
students with EDPs are not more highly motivated to
learn and do not have more positive behaviors and
attitudes toward learning than students without EDPs. No
statistically significant difference was found between
the group of students with EDPs and the group of
students without EDP s .
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Some significant main effect findings were obtained
in demographic areas. Each of these was due to the
differences between the demographic groups and not due
to the effect of the treatment on the groups. In the
demographic group of SES the participants in the above
the poverty line group had higher mean scores than the
participants in the below the poverty line group on the
JIM. SES also had a significant effect on motivation
(JIM) and on the attitude of moral value test

(EGAT) .

Students who were above the poverty line group scored
higher than students who were below the poverty line.
Being in the above the poverty line group may have a
positive effect on motivation to learn and attitudes
toward moral v a l u e .
In the ethnicity demographic group the participants
in the nonminority group had statistically significant
higher mean scores on the JIM than the participants in
the minority group. However, on the attitude of selfawareness

(EGAT) the participants in the minority group

had significantly higher mean scores than the partici
pants in the nonminority group. From these results it
could be concluded that being in a nonminority group may
have a positive effect on motivation to learn and atti
tudes towards achievement and that being in the minority
group may have positive effect on self-awareness.
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In the demographic group of mother's education the
participants whose mothers have more than high school
education had significantly higher mean scores on the
behaviors toward self-improvement (EGAT)

than the parti

cipants whose mothers have equal to or less than high
school education. We can conclude mother's education has
a positive effect on students' use of behaviors toward
self-improvement.
In the demographic group of participants'
educational plans students with future plans for more
than high school education had higher mean scores on
each of the seven measures in comparison to participants
who had education plans to complete only high school. It
can be concluded that students with plans for education
beyond high school have better motivation for learning,
and attitudes and behaviors toward learning than
students with plans to complete only high school.
There was insufficient evidence to support the
hypothesis that EDPs have an effect on motivation to
learn or attitudes or behaviors toward learning. There
was no interaction between doing an EDP and gender, low
socioeconomic status, ethnicity, mother's education, or
personal educational plans on the six subscales of the
EGAT or the JIM. These results indicate that doing an
EDP had no impact on students' motivation to learn, or
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attitudes and behavior toward education, regardless of
gender, SES, ethnicity, mother's education level, or
personal education plans.
This study indicates that this treatment was not
related to higher motivation, attitudes and behaviors
toward learning as measured by the JIM and the EGAT.
Although statistical significance was not obtained to
indicate that EDPs have an effect in motivation or
attitudes and behaviors toward learning, minority
students with EDPs and males with EDPs scored higher
than their counterparts without EDPs in six of the seven
areas. Since statistical significance was not reached,
more research would be warranted in this area to deter
mine any treatment effect.
Discussion of Findings
The findings of this study reveal that EDPs did not
have a statistically significant effect on motivation or
attitudes and behaviors toward learning among eighthgrade students. Statistical significance was obtained
for the main effects of SES, ethnicity, mother's educa
tion level, and plans for future education. There were
no statistically significant interaction effects between
EDPs and the demographic categories.
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Students with personal education plans for educa
tion beyond high school outperformed students without
plans for education beyond high school, at a statisti
cally significant level, on every measure. These plans
were personal plans, and not -the treatment

(EDPs) .

Research may be needed to better understand the effect
that future plans for post-high school education have
upon current school motivation, attitudes and behaviors.
When examining the findings in the category of
gender, male students with EDPs scored higher than male
students without EDPs in six of the seven measures,
although not at a statistically significant level. In
the ethnicity category, minority students with EDPs
scored higher on all seven measures than minority
students without EDPs, although not at a statistically
significant level. Although these findings do not reach
a statistically significant level, they may suggest
areas for future research and discussion.
It is possible that males and minorities represent
populations where the discussion and teaching of
successful school behaviors are not taking place within
the course of their lives.

Therefore, the males and

minorities who are involved in the EDP process may be
impacted in a slightly positive manner. More research
could be done in this area to better understand and
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further investigate this area. This study may be of
interest to counselors and teachers of minority students
as they seek to better understand which strategies have
a positive influence on minority and male students.
Studies discussed earlier,

such as Leung (1991) and

Schunk and Gaa (1981) , found that middle school students
who set goals and were taught behaviors of successful
students began to think about the characteristics of
success and the steps which are needed to be successful.
Elliott and Dweck

(1988) found that students who were

involved in the goal setting process began to use a
process of self-improvement and self-analysis which
improved their sense of accomplishment. The EDP process
may be more effective if the actual task of goal setting
was accompanied with education leading students to be
more cognizant of the characteristics that are needed to
be successful learners and followed-up with a process of
self-evaluation.
Goal setting inspires a process of self-improve
ment, monitoring and self-analysis that has been known
to improve students' motivation to learn and improved
attitudes and behaviors toward learning. Many studies
related to these characteristics were discussed earlier.
Although goal setting is the main process used in EDPs,
the statistically positive results typically seen from
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research on goal setting, and reported previously, were
not obtained from this research. Continued research is
needed to examine and to better understand the effects
of EDPs. Understanding the impact that EDPs have upon
students is not only necessary to support their use, but
may provide information which could improve the imple
mentation process.
Limitations of the Study
There were several limitations of the study that
must be acknowledged, particularly in the areas of
methodology. This study used existing classroom groups
and did not use a random sample or random selection. The
control groups' characteristics were similar to the
characteristics of the experimental group in terms of
age, gender, race, grade in school, and socioeconomic
status. Generalizations from the results can be made
only to those in similar groups as used for the study.
Additionally,

the EDP process in this district was

designed for this specific district. The ability to
generalize to other EDP processes is dependent upon a
similar program.
The completion of an EDP in a meaningful way can be
altered by the quality of the process. The thoroughness
of the process was not monitored in this study, so

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

106
questions may be raised as to whether or not EDPs were
consistently completed in meaningful w a y s . The EDP
implementation was subject to the skills and strategy
selection of the individual school counselors or teach
ers at each school site.
The Michigan Department of Career Development
suggests that improved effectiveness of the EDP is
dependent upon the accompanying process. Specifically,
the EDP should not stand alone, but be part of a broader
career development process

(Crooks, 2000). If the career

education process is linked to the effectiveness of an
EDP, the career strategies which were being implemented
at the control group schools may have had an impact on
the results. Therefore, the results of the control group
sample may have been influenced by the use of similar
activities, although these schools and students were not
part of the EDP process.
This study may have been influenced by several
aspects of differential implementation of the instru
ments in terms of testing conditions. The administration
of the instruments was subject to the characteristics
and skills of the teachers, and the conditions at each
of the five school sites. Also, within each of the sites
there may have been variations in the testing conditions
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since within each site different teachers administered
the instruments.
Additionally,

the results may have been influenced

by the timing of the administration of the instruments.
Since the instruments were administered during the last
week of school, it is conceivable that student attention
and the importance attached to the administration m ay
have been affected due to the end—of-the-year influence.
Although this may have been a factor,

it would have

influenced all of the participants in both the control
group and the experimental group. Also, participants
were asked to rate their attitudes and behaviors. It is
possible that self-reporting may not be accurate, or may
also be influenced by the timing and setting.
Finally, the collection of the progress logs was
limited by the collection from only one of the three EDP
schools. This was due to the failure of the counselors
and EDP teachers at the other two schools to follow
through on the use of the progress logs. This may have
limited the extent to which conclusions could be drawn.
Likewise, the limited amount of entries on each progress
log served as a limitation.
The research may have been limited by the instru
ments used in terms of sensitivity and appropriateness.
The instruments may not have been sensitive enough to
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measure differences between the students with EDPs and
students without EDPs. The use of these instruments with
a pre- and posttest model may have been more beneficial
in determining growth among students with EDPs. The use
of pre-existing data limited the research to a posttest
only model. The administration of these instruments may
not have been appropriate due to the length of adminis
tration required for the instruments and the previously
mentioned time of administration.
The researcher used existing data because of the
limitations of other possible instruments. The re
searcher had examined the use of other instruments which
were rejected. The Career Development Inventory (CDI),
which is commonly used by counselors, was rejected due
to the appropriateness of the measure for the desired
variables. The CDI assesses career planning and career
curiosity. These were not the desired variables. The
researcher also investigated the use of the Motivated
Strategies for Learning Questionnaire (MSLQ). This
instrument was also rejected since it had originally
been written for use with college-age students and was
not designed for assessing overall school attitudes. The
Career Maturity Inventory (CMI) which is appropriate for
the age-group was also rejected due to appropriateness.
The question remains that although the JIM and the EGAT
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were the most appropriate instruments, they may not have
been ideal.
Implications for Future Research
This study raises some questions as to the effec
tiveness of the EDP process in relationship to motiva
tion to learn and attitudes and behaviors toward
learning. EDPs are being used by school districts
throughout the state. School-to-work funding is provid
ing more than $2,000, 000 to promote greater use of EDPs
by Michigan school students

(Crooks, 2000). This

research did not find evidence to support the use of
EDPs if motivation and attitudes and behavior toward
learning are the desired EDP outcomes. The EDP Process
conceived by this district may need to be reformulated
to be more useful as this particular EDP was not found
to be effective. However, there may be other positive
outcomes of the EDP process. Academic achievement,
esteem,

self

locus-of-control could be some areas studied in

the future.
This research focused on school motivation and
attitudes and behaviors toward learning. Since goal
setting is the primary task in an EDP, much of the
research in the literature review focused on goalsetting. Research that focuses the impact of participat-
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ing in an EDP process on aligning one's education and
career development may be warranted.
Standardization in both the EDP process and the
implementation of the instruments may be used in a
future study. The use of smaller experimental groups and
control groups within the same school building may
eliminate some concerns related to differential imple
mentation.
The primary activity in an EDP is goal— setting.
There are variables in goals and the process by which
they are set that can influence their effectiveness.
Previous studies have been done to determine the effec
tiveness of the students' goals as they relate to these
variable: ambitiousness, specificity, short or long
term. Future studies could focus on the particular
variables in goals set in the EDPs and the relationship
in the variables of goals which are actually obtained.
Additionally, a study could be conducted to see if
students who are trained in goal-setting effectiveness
as part of the EDP process would attain their goals more
often than students who are not trained in goal-setting
effectiveness.
Future research might explore other instruments as
well as designs. A pre- and posttest control group
design may give a more precise indication as to improved
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motivation/

attitudes,

and behaviors toward learning.

Additionally, the researcher felt limited by the choices
of instruments available to measure the effects of the
EDP. Lack of prior studies measuring the effects of
EDPs, and the continued use of this career document and
process warrant future research. It may also be of
interest to study the outcomes of EDPs, including the
outcomes examined in this research, by using other
instruments.
Conclusion
This was the first study on EDPs designed to
measure students' current feelings and behaviors toward
school. The overall results of this study indicate that
the use of EDPs does not have a statistically signifi
cant relationship to motivation, attitudes,

and

behaviors toward learning. Seven measures were used to
evaluate the motivational and school attitude and
behavior differences between students with EDPs and
students without EDPs. There was no significant differ
ence found between the two groups as a whole, or when
participants were subdivided into five different demo
graphic categories. However,

given the number of areas

that students with EDPs scored higher in than students
without EDPs,

it would seem beneficial for further
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studies to take place, particularly examining the use
with minorities and m a l e s . Results did indicate that
EDPs may have had a slight effect on males and minor
ities. Although not statistically significant, males
with EDPs scored higher than males without EDPs in six
of the seven measures, and minorities with EDPs scored
higher than minorities without EDPs in all seven
measures.
If use of EDPs is to continue to be promoted by the
Michigan Department of Career Development and other
career programs, then it seems advisable that evaluation
of the benefits of EDPs needs to continue. If benefits
cannot be documented, then the practice of utilizing
EDPs needs to be questioned.
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Kalamazoo. Michigan 49008-3899

Human Subjects InstitutionalReview Board

W e s t e r n M ic h ig a n u n iv e r s it y

Date:

18 August 1998

To:

Suzanne Hedstrom, Principal Investigator
MaryAlice Schultz-Krajenta^Student Investigator

From: Richard Wright, Chair
Re:

Q.

HSIRB Project Number 98-07-09

This letter will serve as confirmation that your research project entitled “The
Effects of Educational Development Plans on Motivation to Learn and Attitudes
Toward Learning Among Eighth Graders” has been approved under the
expedited category of review by the Human Subjects Institutional Review Board.
The conditions and duration of this approval are specified in the Policies of
Western Michigan University. You may now begin to implement the research as'
described in the application.
Please note that you may only conduct this research exactly in the form it was
approved. You must seek specific board approval for any changes in this project.
You must also seek reapproval if the project extends beyond the termination date
noted below. In addition if there are any unanticipated adverse reactions or
unanticipated events associated with the conduct of this research, you should
immediately suspend the project and contact the Chair of the HSIRB for
consultation.
The Board wishes you success in the pursuit of your research goals.

Approval Termination:

18 August 1999
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